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Abstract: 
This research responded to calls in the literature for more studies into subjective 
components of student stress as well as for innovative studies of appropriate counselling 
interventions. An innovative, individualised, body-mind intervention was offered to 
university students experiencing emotional stress overwhelm. Integral to the intervention 
was an extensive list of feelings, representing the approach-avoidance structure of the 
motivational system. Feelings qualitatively differentiate emotional experiences, and the 
list was found to be useful for identifying the feelings around emotional experiences. It 
was proposed that how one thinks about feelings is a key to resolving emotional stress 
and would facilitate the flourishing of life.   
There have been recent calls for development of first-person methodologies for 
investigating experiences, and, since the intervention was individualised, analysis of the 
unique data set took a narrative interpretive approach. Narrative data, evoked by the 
feelings list, were interpreted to formulate students’ “stories of stress” then analysed to 
study their stressful emotional experiences.  
This study demonstrates an innovative method for resolving emotional stress. Feelings 
were identified clearly, prompting students to think differently about emotional 
experiences. The study also demonstrates a method for researching those experiences of 
emotion. Analyses of consultants’ notes highlighted inter-connections and relationships 
between feelings and experiences throughout clients’ life-stories. Analyses of the data 
demonstrated a way of making sense of “emotional stress” and how the use of the 
feelings list could facilitate an individual’s thinking differently about experiences and 
resolving personal issues. For the participants of this study, feelings of grief and guilt 
were identified more than feelings of fear of loss for the issues discussed, suggesting 
that student's behaviours were motivated more by guilt than by fear. The study 
concludes with a discussion of how the research contributes to the counselling field and 
with suggestions for continuing research. 
 
 
KEY WORDS: stress, trauma, intervention, feelings, emotion experiences, motivation, 
narrative, interpretation, thinking, first-person research,  
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CHAPTER 1: INTRODUCTION 
 
 
How one thinks about feelings is significant for the resolution of emotional 
stress and for the flourishing of one’s life. The research reported in this 
thesis has explored an innovative way of understanding feelings in peoples’ 
emotional experiences.  
 
The research began as an investigation into the benefits of an innovative 
intervention offered to assist university students experiencing emotional 
stress overwhelm. The project initially proposed that four stress reduction 
sessions would reduce students’ overall emotional stress. Clearly identifying 
their feelings would assist them to understand and resolve their emotional 
reaction patterns that contributed to stress. Methods used in this intervention 
did assist participants to increase their understanding of their stressful 
experiences, and also gathered unique data that could be analysed to 
understand individuals’ emotional experiences. This study has focussed on 
understanding the intervention process itself, as a way to understand the 
students’ experiences of emotional stress and students’ responses to evoked 
narratives that allowed further exploration of their emotion experiences.  
 
“Stories of stress” are the narratives contained in consultants’ notes from 
stress reduction sessions offered to university students. The students’ stories 
were evoked by the consultants’ use of an extensive list of feelings to trigger 
meaningful conversations about feelings. This standard list of feelings is a 
proprietary tool, called the Behavioral Barometer. The barometer has been 
used world-wide by thousands of consultants for twenty years to assist in 
the resolution of emotional stress. The Barometer is proposed to help people 
consider and reflect on the meanings of their emotional reactions. Despite 
such widespread use, this list has not to date been explored in scientific 
research.  
 
This study aimed at understanding (a) participants’ experiences of emotional 
stress that are revealed in stories evoked by means of innovative techniques 
using the Behavioral Barometer, and (b) their changes in understanding, 
through the intervention process using these techniques. It was expected that 
this research would make a contribution to an understanding of the 
subjective components of emotional stress overwhelm.  
 
Though the terms “thinking” and “feeling” are meant to designate different 
dimensions of human living, there is disagreement on their differences and 
relationships. This project proposed to explore the relationships of feeling, 
believing and thinking, the roles these relationships may play in contributing 
to emotional stress overwhelm, and how these relationships could change in 
the resolution of stress so that quality of life is enhanced. The study 
proposed that identifying one’s feelings and how one thinks about feelings 
are keys to resolving emotional stress and to the flourishing of life. This 
introductory chapter will explain the broader context for the research.  
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1.1. A focus on feelings  
 
The functions of feelings in human living, and the significance of feelings in 
peoples’ lives, have been important subjects of wonder and reflection in the 
writer’s professional life and personal life for many years. Damasio (2000, 
2003) has insisted on differentiating emotions and the “feelings of the 
emotions,” their subjective awareness component. Rolls (1999, 2005) has 
defined emotion as motivation and a concurrent characteristic feeling. It 
seemed that research, with a focus on the feelings in emotional experiences, 
could make a contribution to the understanding of emotional stress.  
 
Emotions are not well understood, and many theories have been developed 
attempting to explain their nature. Scheff (2005) has discussed some 
fundamental problems that beset researchers on emotions, particularly that 
many classifications have been made of emotions, with little agreement 
among researchers as to which states are emotions and how many emotions 
to list for research purposes.  
 
Even though the concept of “emotional stress” is commonly used, and the 
harmful effects of emotional stress overwhelm have been recognised for 
millennia (Kiecolt-Glaser, McGuire, Robles, & Glaser, 2002), it is not clear 
what emotional stress overwhelm is. There is even less clarity about the 
meaning of “positive emotions,” and it has been suggested that they may be 
understood as “positive reappraisal of stressful life events” even 
“developing positive illusions” (Kiecolt-Glaser, et al., 2002). Available lists 
of emotions tend to show a puzzling preponderance of negative states over 
what would generally be regarded as positive ones.  
  
The behaviours associated with emotions are easily observable and widely 
researched, and people readily interpret each other’s emotional behaviours, 
with varying degrees of fairness. Researchers (Hess & Copeland, 2001; 
Varela, 1996) have called for more study of the subjective components of 
emotions and emotional stress, such as feelings, thoughts and beliefs. 
Campbell (1997) has remarked on the relative neglect of feelings in 
philosophy, and that “there are more feelings on heaven and earth than are 
discussed in most peoples’ philosophies” (p.153). This research aims to 
contribute to the understanding of emotional stress with its focus on the 
subjective components of emotions, particularly the feelings. 
 
The Behavioral Barometer (Stokes & Whiteside, 1996a)(Appendix A) offers 
an extensive list of feelings useful for self-understanding and for researching 
emotion experiences. It is a tool exclusive to the intervention offered to 
university students, and will be explained in Chapters 2 and 3. The 
Behavoiral Barometer has not yet been used in scientific research, however 
its selection for this study is justified by the following reasons:  
 
(a) it is a classification of feeling states, that reflects the dual 
structure of the human motivation system, listing feelings associated with 
positive states (approach and reward) and feelings associated with negative 
states (avoidance and pain);  
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(b) it achieves a balance of positive and negative feeling states, thus 
may help bring some clarity to the meaning of “positive emotions;”   
 
(c) it assumes that feelings are primary factors in emotional stress 
and the motivation of behaviour, an assumption that will be supported well 
by literature cited in Chapter 2; 
 
(d) it has been used for over twenty years, now in over thirty 
countries, by thousands of consultants qualified in its use in various 
professional practices, to identify emotional patterns associated with 
individual personal issues, and to assist clients resolve emotional stress; 
  
(e) translations are available in several languages, and its developers 
have created a directory in which all of its feeling words are defined, 
making it useful for assisting people to explore their stories more fully; this 
could also provide researchers’ initial definitions of meanings of feelings;   
 
(f) consultants, well trained and experienced in its use, are readily 
available to help acquire further research data.  Such widespread and long-
term use suggests that it may be of benefit in studying feelings and other 
subjective components of emotional stress.  
 
In this research, the Behavioral Barometer has evoked “stories of stress” that 
were analysed to understand better the emotional stress overwhelm in the 
lives of university students. These narratives are found in consultants’ notes 
for the participants’ sessions. Through interpretation of the notes, this thesis 
will contribute to an understanding of (a) the subjective components of 
emotions in stress, principally the feelings and beliefs; (b) the use of an 
extensive classification of feeling states in the resolution of personal issues 
and conflicts; (c) the use of the classification and accompanying techniques 
to research the subjective dimensions of emotions; (d) benefits of the 
intervention process in reducing negative stress and enhancing wellbeing.  
 
1.2. Are they feelings, or are they thoughts? 
  
This thesis proposes that identifying one’s feelings and how one thinks 
about feelings are keys to resolving stress and for facilitating the flourishing 
of human life. The study involves personal narratives from students. It 
seems fitting, perhaps important, to write some of my own narrative, and I 
have at times taken the liberty of a personal style of writing in this report on 
my research.   
 
For some years my seminars have included instructions on differentiating 
feelings from beliefs. For example, the word “feel” is used differently in the 
two sentences: (a) I feel unloved; (b) I feel that you don’t love me. Recently 
I sought to discuss this difference with a researcher on emotions and 
emotional intelligence. I suggested that the former sentence expresses a 
feeling and the latter a belief. This person insisted that they are both feeling, 
for, and pointing at my chest, “they both happen there.” Any difference, he 
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said, is “purely semantic,” an expression I found puzzling. Besides, he 
reminded me, there are many theories of “emotions.”  
 
Indeed there are many theories of emotions, which is troubling for 
researchers. At the beginning of the twentieth century, Husserl (1859-1938) 
sought to establish, through his phenomenological philosophy, a science 
free of assumptions as a foundation for sciences, and would resolve the 
causes of there being many conflicting theories to explain phenomena. With 
his motto Zu den Sachen selbst, and by a suspending or bracketing out of 
objective knowledge, called  “phenomenological epochē,” he would 
continually be taking himself back “to the things themselves.” Husserl’s 
(1970) last major work was to be a new beginning, with a focus on the 
experienced world, the “world-horizon as a horizon of possible thing-
experience” (p. 138). This new “interest in the life-world which governs us 
now” aimed at a “pure theory of essence of the life-world” (p. 141). William 
James (1842-1910) advocated a “radical empiricism,” somewhat similar to 
phenomenology, for which “pure experience” is the only valid starting point 
for inquiry and reflection, requiring that nothing in experience be excluded a 
priori.  
 
This research will not include a discussion of the merits and issues of the 
many theories of emotions, but goes “back” to explore some components of 
emotions in stressful experiences. Though the idea of a “first-person 
science” may be questionable (Dennet, 2001), it is well accepted that 
subjective experience should be included in research into matters such as 
emotion and motivation. Varela and colleagues (Varela, 1996; Varela & 
Shear, 1999a, 1999b) have proposed a method, called 
“neurophenomenology,” that brings together the results of “first-person” 
studies of subjective experience with “third-person” studies. Thus the 
studies of emotions, using observable and quantifiable behaviours and 
brain-research, and studies by exploring personal experience, may be able to 
enrich each other. 
 
A response to the researcher who disagreed with my differentiation of 
feeling and thinking, claiming that both happened in the chest, would be to 
suggest that a judgment, which follows reflection, could be a mental 
affirmation of something, and also a commitment to what one understands 
to be its meaning. Deciding, which follows an appraisal of felt value, could 
also be a commitment to what one wants. These commitments, following 
mental activity, may be said to be “matters of the heart.” Understanding, 
believing, judging and deciding are intentional or subjective acts that 
involve mind, heart, and gut, and are different from feelings, and different 
from each other. I suggest that being able to differentiate them may be a 
condition for one’s knowing that one knows something.  
 
This study has drawn on the results of third-person research to establish its 
theoretical context.  It has sought to make a contribution to first-person 
studies of emotion and stress by analysing the relationships of feelings and 
beliefs in narratives of emotional experiences in the lives of the studied 
university students.  
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1.3. My Story: The broad context of this study 
 
My academic background is in philosophy and spiritual psychology. From 
my philosophy studies I was influenced by what is regarded as the Stoic-
Aristotelian-Thomistic theory of emotion that recognised an evaluative 
judgment as a key component. I was attracted to Arnold’s (1960) theory of 
emotions, which, according to Kappas (2005), was revolutionary, and can 
be considered modern because it “comprised much of what is currently 
hypothesized to be causal of emotion.” Arnold defined emotions as a felt 
tendency to move toward something appraised as beneficial or away from 
something appraised as harmful (Arnold, 1960; Arnold & Gasson, 1954). 
According to her, intuitive and direct appraisals are causal for emotion, 
while a more recently evolved conscious appraisal allows differentiation of 
emotions. Arnold’s definition suggested to me an association of the “more 
recently evolved conscious appraisal” with the “feeling” component of 
emotions, which contributed to my interest in the nature of feelings 
discussed above.  
 
My professional practice can best be understood as assisting individuals to 
discern the inner movements of their lives, their thoughts, feelings, and 
desires, so that they can reduce the limitations imposed on them by fears 
and old beliefs, restore balance, and allow the flourishing of their lives. In 
this approach, it is considered wise to have the assistance of others in 
progressing on one’s life path and choosing one’s vocation, for one’s 
discernment. Decision processes may be vulnerable to fears and insecurities. 
With assistance, obstructions, such as avoided feelings, and assumptions 
such as beliefs, opinions and expectations, that have defined one’s self and 
one’s place in the world, can be exposed, acknowledged, and changed. The 
healing of traumatic memories is integral to the progression on one’s life 
path. 
  
For some years in the late 1970s and early 1980s, I held a leadership 
position in the Marriage Encounter Movement. Couples were taught that 
individually owning, or taking responsibility for, one’s feelings and being 
able to communicate these feelings is the key to resolving relationship 
troubles and to promoting intimacy. It was suggested that they could resolve 
much confusion in their communication by carefully differentiating feelings 
from beliefs or judgments; if they could substitute “think” for “feel” in a 
statement, it is an expression of judgment or belief rather than of feeling. 
Thus “I feel unloved” clearly expresses a feeling because “I think unloved” 
does not make sense, however “I feel that you don’t love me” expresses a 
judgment since the statement “I  think that you don’t love me” clearly 
makes sense. The former statement expresses an ownership of feeling, likely 
to keep the interest of one’s partner, while the latter, which I have often 
heard in the conversations of couples, attributes a behaviour or failure to 
one’s partner and is likely to be taken as an accusation and trigger defensive 
behaviour. 
 
Psychiatrists Baars and Terruwe (1972) insist on this distinction between 
feelings and beliefs. Baars (1979) devoted a first chapter to “The Feeling 
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Revolution,” suggesting that the substitution of “feel” for “think” indicates a 
popular awareness that, in the past, society has emphasised the development 
of the thinking mind at the expense of emotional maturity. Nevertheless, 
people may be “affected adversely by the substitution of . . . ‘feel’ for ‘think, 
believe, know’,” when they don’t recognise “the difference between feeling 
and knowing,” and are “confused as to the origins of their beliefs and 
attitudes” (p. 199). Baars & Terruwe (1972) write:   
 
“Throughout this book, we have been careful to use the word ‘feel’ 
solely in the literal sense of the word. That is to say, it cannot be 
equated with ‘think,’ as is done—unfortunately—more and more in 
present-day colloquial use. For instance, it is common to hear such 
expressions as, ‘I feel that the law should be changed,’ . . .  , even 
though it must be clear to anyone that such statements, if they are to 
carry any weight in a discussion, must result from thinking and 
judging, not from feelings” (p. 90). 
 
According to Stone, Patton & Heen (1999) of the Harvard Negotiation 
Project, difficult conversations are not so much about facts, what is true, as 
about values, what is important; they are, “at their very core, about feelings” 
(p. 13). Feelings are an integral part of conflicts, thus it is necessary to 
identify, acknowledge, understand and talk about them. The remark 
discussed above, “I feel that you don’t love me,” can easily be taken as an 
accusation and these authors would  recommend that one “listen past the 
accusation  for the feelings” (p. 56). Indeed it would help to know what you 
feel when you believe I don’t love you, for it is possible that how you feel 
has determined what you believe. It could be that what you have come to 
believe in life determines what you allow yourself to feel, and that both are 
determined by fear or guilt.  
 
Some specialists in spiritual psychology have insisted that noticing one’s 
feelings is essential to the discernment process. According to Sardello 
(2002), for example, one cannot develop the virtue of truth, and one harms 
oneself, if one avoids awareness of fears, feelings and desires. The teachings 
of the Pathwork Organisation (Pierrakos, 1956-1979) consistently hold that 
avoiding awareness of one’s feelings is a key obstruction to personal 
evolution. As Lonergan (1957, 1972) states, feelings are associated with 
one’s apprehensions of values, and avoiding feelings can distort the 
intellectual process and maintain psychological imbalance.  
 
For all their carefulness, Baars & Terruwe (1972) overlooked the difference 
between “I feel” and “I think” in one place that I noticed: “the child must 
feel that someone is so concerned . . .” (p. 74). Perhaps they were not as 
“careful” as they claimed, or perhaps I have to consider that there is a “grey 
area” covering feelings and thoughts. I began asking people if they noticed a 
difference between the use of “feel” in the two sentences, “I feel unloved,” 
and “I feel that you don’t love me.” Many responded immediately: “well 
one is a feeling, and one is a thought.” A colleague remarked: “well, both 
are about feelings, ‘that you don’t love me’ is not your feeling, and I would 
like to know what you are feeling.”  
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Perhaps the common substitution of “I feel” for “I think” is because people 
are taught, as I was, that one shouldn’t judge others. If I say “I think you 
don’t love me” I may be accused of being judgmental, while “I feel” seems 
nicer or warmer than “I judge” or “I believe.” I suggest that “I feel that you 
don’t love me” is a judgment, probably based on an interpretation of the 
other’s behaviour. This interpretation is probably influenced by 
uncomfortable feelings that I am trying to avoid, as well as by beliefs 
learned or developed in childhood.  
 
Searches of the World Wide Web have discovered many instances of 
statements like: “the client felt that . . .,” and a desktop search of my 
computer has discovered instances of such statements within downloaded 
journal articles. Some of these are reports from psychotherapy and, as a 
reader, I wanted to know what the clients were feeling. “The client felt 
that . . .” in a report that does not contain feeling words reflects a missed 
opportunity for assisting the person to identify feelings and better 
understand his or her experience.  
 
A. Craig (2004) asks why some people are more aware of feelings than 
others. Literature he reviewed suggests that the capacity for awareness of 
feelings depends on brain structures that also permit awareness of other 
peoples’ feelings. If feelings are how we are aware of, and differentiate, 
emotions, then enhancing the capacity to be aware of feelings would help 
resolve emotional reaction patterns that can contribute to stress. If feelings 
are essential to the decision making process, then ways that can effectively 
enhance one’s ability to notice and identify feelings may have significant 
benefit to fields like counselling and psychotherapy. The research reported 
in this thesis has explored a novel way to do this. 
1.4. The context for this study: One Brain method 
 
Stokes and Whiteside (1984, 1996a) developed their One Brain System to 
assist people resolve the personal experiences of emotional stress 
overwhelm, that interfere with learning in any area of their lives, academic 
and personal. For twenty years I have incorporated their methods into my 
professional practice and used these methods for my own personal benefit. 
Stokes and Whiteside (1994) recommend a formula for resolving conflicts 
and promoting healthy relationships which they call “F/W/W.” In a 
conversation each party has the opportunity to say (a) “this is what I 
feel  . . . ;” (b) “this is what I want . . . ;”  (c)  “this is what I am willing 
to . . . .” These authors do not make the distinction between “I feel” and “I 
think,” nevertheless their instructions for teaching their method eliminate 
statements of the form “I feel that you . . .” The counsellor is to ensure that 
clients do not utter the word “you,” while using this formula, making more 
likely the clients’ ownership of their feelings.  
 
Humans vary in their awareness of their own feelings and those of others (A. 
Craig, 2004), and, in addition, may have learned to avoid awareness of 
certain uncomfortable feelings. The “Behavioral Barometer” (Appendix A), 
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developed by Stokes and Whiteside (1986, 1996a, 2000) is a classification 
of feeling states used to identify, and enhance awareness of, one’s feelings 
about any issue. In addition to helping individuals identify feelings, it assists 
them to identify and understand the interpretations they have made about 
events, themselves and others. Interpretations can give rise to assumptions, 
beliefs and judgments that are confusing to self and to others. Interpretations 
made in childhood can provoke confusing emotional reactions in later life 
that contribute to stress.   
 
The Barometer’s use is central to this research, and will be discussed in 
Chapters 2 and 3. Research reported in this thesis has explored the 
relationships of feelings and beliefs identified in the “stories of stress” 
evoked by this tool, and the kinds of changes in interpretations the students 
made to resolve their emotional stress. 
1.5. The flourishing life   
 
In translations of Greek philosophers, eudaimonia was, until recently, 
rendered as “happiness,” somewhat inadequately (Nussbaum, 2001), and 
could better be translated as “flourishing.” It is now common to differentiate 
two conceptions of happiness, the hedonic and the eudaimonic (Ryan & 
Deci, 2001; Waterman, 1993), the former associated with pleasure, 
enjoyment, liking one’s life, and the latter with acting with one’s truth, or in 
terms of deeply held values, aiming for excellence.  
 
For Plato’s Socrates, eudaimonia is universally desired and the fruit of self-
knowledge, of wisdom or truth, of ethical living, and of doing the good 
(Hamilton & Cairns, 1961). Knowing the difference between knowing and 
merely having opinions, and ethical living, are essential to eudaimonia. 
Knowledge requires examination of one’s assumptions, one’s beliefs and 
opinions, particularly about the virtues, and his method of assisting 
as “midwife” to the birth of knowledge has been called the “Socratic 
method.” For Aristotle (1941), eudaimonia, in itself, is the good, what most 
makes life desirable, and is not dependent on any other goods. Flourishing is 
the state of one who lives virtuously and in the pursuit of truth.  
 
After reviewing literature on subjective well-being, Diener, Oishi and Lucas 
(2003) suggest that people all over the world want to be happy by achieving 
things they value, yet that may not be enough, as peoples’ values constantly 
change. As Solomon has observed (Solomon, 2003; Solomon & Stone, 2002) 
the nature of  happiness is not clear; it is not the opposite of unhappiness, 
nor does it necessarily consist in positive emotions. If life is not always 
experienced as happiness, it is more important to be living a life of high 
aspiration and frustration than one of persistent good feelings (Solomon & 
Stone, 2002).  
 
Ho and Ho (2007) propose that spirituality is aligned with eudaimonia 
rather than hedonism, living with one’s daimon or true self rather than with 
happiness conceived as “satisfaction with life or more generally with 
subjective well-being” (p. 63). Spirituality means a “capacity for depth of 
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feelings, both positive and negative” (p. 63), struggle and transformation; 
“true happiness includes the wisdom to embrace unhappiness as part of life” 
(p. 64). According to Maturana (1998) freedom is being responsible for 
one’s responsibility, the ability to ask and reflect on whether one really 
wants what one wants, and wants the consequences of choosing it. Perhaps 
it could be said that, while flourishing is not identical with happiness, 
happiness is likely often to be the felt quality of a life that is flourishing, 
where, having resolved one’s emotional stress overwhelm, one is achieving 
responsibly what one wants. 
1.6. Thesis structure 
 
This chapter provides an introduction to the research and discusses its 
context within the author’s personal life and professional life. It highlights 
evidence of the significance of feelings in human living, which supports a 
proposal that enhanced awareness of feelings and an ability to differentiate 
feelings can help resolve emotional stress and assist the flourishing of life. It 
introduces a list of feeling states, the Behavioral Barometer, a tool that has 
been and is being widely used to help people identify feelings and beliefs in 
their experience and gain a more adequate understanding of emotional 
experiences. It is this tool, used in stress reduction sessions with university 
students, that has evoked the narratives studied in this research. 
 
Chapter 2 reports a literature review that was intended to provide a 
theoretical context for the use of an innovative intervention for student 
emotional stress. Literature on student stress has called for more study of the 
subjective components of stress response. Stress and emotions are not well 
understood, however this review has suggested that a focus on the feelings 
of emotions and the body’s responses in stress and trauma could contribute 
to a better understanding of emotion experiences and to stress resolution. 
The review has drawn on resources as diverse as evolutionary biology and 
philosophy in a discussion of stress, emotions, feelings, thinking and 
embodied knowing.  
 
The discussion above has linked emotion with motivation, in, for example, 
Arnold’s (1960) definition of emotion as a felt tendency to move toward or 
away from something, and Rolls’ (1999) emotion as motivation with 
concomitant characteristic feeling. It differentiated emotion and its 
subjective component feeling. The Behavioral Barometer was selected to 
help students explore emotional experiences for a number of reasons, 
particularly that it lists feelings for both positive and negative emotions. 
Stress is the organism’s response to environmental changes and, in humans, 
involves both body and mind. The body’s stress responses were monitored 
to assist students to attend to feelings and to think beyond their customary 
beliefs. The stress response indicator used was muscle testing as developed 
in Specialised Kinesiology.  
 
Chapter 3 will discuss cognitive theory and methodology. Consultants’ 
notes from an innovative intervention for stress reduction contain narratives 
evoked by the Behavioral Barometer. Interpretation of data will include the 
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use of N6 (NUD*IST, 2002) qualitative software. The explanation and 
justification of interpretive methods will draw much on the cognitive theory 
and methodology of Lonergan (1957, 1972). Though his works were 
published many decades ago, they are core works of an important 
methodologist who has been called the most significant post-modern thinker 
of the 20th century (Morelli, Fall 1998). His life was devoted to developing a 
“Generalised Empirical Method” which would be valid and useful in all 
fields of learning from theology, philosophy, mathematics and the physical 
sciences. One’s knowledge develops through insights and, for Lonergan, the 
point was to build one’s own insights and one’s own feelings (Vertin, June 6 
2000). In this writer’s view, his rejection of the theory of the primacy of 
perception and his way of undercutting the objectivist vs. constructivist 
debate, could place him with those who call themselves “after-
postmodernist” as Gendlin and Shweder (1997) have reported that 
movement.  
 
Chapter 4 will report the results of the interpretation of narratives in 
consultants’ notes. 
 
Chapter 5 will discuss what has been learned through this research project. 
It will propose conclusions, benefits and suggestions for further study. 
1.7. Limitations of this study 
 
Some limitations have been mentioned: this is a study of  the experience of 
emotions, and will not discuss the merits of the many theories of emotion; it 
will employ first-person methodologies, approaches suited to studying the 
individual, subjective aspects of emotions. 
 
The research was begun as a mixed-method study of an innovative 
intervention for emotional stress. It soon became clear that, until the 
intervention had established some recognition, it would not draw enough 
participants for quantitative study of its benefits. Yet there were enough 
students to have far too much data to be manageable, so a selection of data 
was made. There were 9 who completed the first study, including 2 males; 1 
male and 3 females were chosen randomly. Of 13 who completed the 
second study, 1 was male, therefore 6 females were selected randomly. 
 
Not only was this a study of students’ experiences of emotional stress, but 
the study’s unique data set called for development of appropriate narrative 
methods which could not have been anticipated at the study’s conception. 
This development will be explained in Chapter 4. 
 
I was deeply touched at the willingness of students to engage with, and 
reveal such personal experiences and regret that not all of their stories could 
be included for analysis. Their willingness and trust called me to think with 
their stories, rather than about themes, with the task of determining how 
much of their narrative needed to be included with the analysis. To keep 
Chapter 4 to a reasonable length, valuable "stories of stress" composed from 
a first stage of data analysis were placed in appendices.  
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The possibilities of continued work, even with the selected data set, could 
have taken the study on forever, and there was a time to call a stop and 
reflect on what had been learned about the method. Implications for further 
development will be discussed in Chapter 5.   
1.8. Contributions of the research project 
 
The intervention used in this study has evoked narratives in which feelings 
and beliefs, associated with personal issues, can be identified and explored 
through participants’ personal histories that often extend back to childhood. 
Clearly differentiating feelings and beliefs, and thinking about the feelings, 
will aid self-understanding and may resolve inner conflicts that increase 
emotional stress. This study investigated a way to facilitate that process.  
 
Central to the intervention used is a classification of feeling states, both 
negative and positive, and proportionately balanced. Thus the classification 
of feelings represents the dual structure of the motivational system. Some 
researchers have proposed the need for work to develop a new and more 
comprehensive classification of emotions. The classification of feelings 
adopted for this study, and the ways the feelings list is used, can contribute 
to such work. 
 
This study will make a contribution to understanding the subjective 
components of emotions and motivation, particularly feelings and beliefs. It 
will also offer suggestions as to the effectiveness of methods, used to evoke 
the narratives, to assist in resolving emotional stress. Rather than debating 
theories of “emotional intelligence,” this research “goes back” to the 
feelings in experiences, and proposes that one can be intelligent and rational 
in response to one’s feelings, rather than react. The “truth” of one’s feelings 
is not in the feelings or the awareness they give one, but is known in 
discovering their meaning, considering this meaning and various 
implications, then judging and deciding the best action for one’s life. To 
avoid or reject one’s feelings implies denial of one’s truth, for avoiding 
elements of one’s experience of self and world leads to distortion of one’s 
intelligence and rationality.   
 
Narrative methods are well established in psychotherapy, yet Meichenbaum 
(1998) has said that adequate methods are still needed for coding narratives 
in research. This study, in its use of the Behavioral Barometer, demonstrates 
a method to identify feelings and beliefs associated with personal issues, 
and suggests how it could be used for studying narratives. 
 
This study is a response to what Sardello (1995) regards as an important and 
new opportunity for our age, to research the “individuality of the I,” and is a 
contribution to the field of spiritual psychology. 
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CHAPTER 2 : REVIEW OF LITERATURE AND THEORY 
DEVELOPMENT 
 
2.1 Introduction 
 
This research has arisen from an interest in assisting people to reduce the 
effects of emotional stress overwhelm and to allow the flourishing of their 
lives. It has utilised an innovative intervention with which the author is 
familiar. It was proposed to help understand university students’ 
experiences of emotional stress and to determine how, or whether, such an 
intervention approach may assist them. 
 
There is a vast amount of research on student stress. This chapter will 
highlight some recommendations of researchers for more study of the 
subjective components of student stress. It will report suggestions that there 
is a need for research into interventions for student stress and note a paucity 
of research into individualised body-mind approaches to interventions. This 
chapter will also report on work undertaken to develop an integrative 
theoretical context in order to make sense of the intervention’s approach to 
assisting people and to understand the unique data it has provided.  
 
An obvious place to look for a theoretical context for an intervention for 
stress would seem to be the field of psychotherapy, with the papers of the 
first three conferences on The Evolution of Psychotherapy (Zeig, 1987, 
1992, 1997). These conferences were convened in an attempt to bring some 
integration to a field that has become a proliferation of discrete schools, 
each with its own language and leaders. Presentations at the conferences 
were very interesting, however they failed to make any progress toward an 
integration of theory or method for psychotherapy, and their convener’s 
disappointment is clear in his introductions to the volumes of published 
papers. Zeig (1992) suggested that psychotherapy helps its clients by the 
therapist’s “ability to communicate,” yet presenters at the conferences 
generally did not seem to be interested in communicating with each other, 
nor in theories or practice other than their own, nor did many of them 
reference outside their own particular approach. He proposed a theory of 
communication that might provide a basis for integration of therapies, 
however no final definition, nor unified theory, of psychotherapy emerged 
from the conferences. Minuchin (1987) suggested that psychotherapy occurs 
in verbal exchange between a client needing help and a consultant claiming 
a body of knowledge that “can do the trick” (p.29). In effect, psychotherapy 
seemed to be what is done by those who call themselves “psychotherapists” 
to assist those who came for help.   
 
Though, as an expression of an evolved caring instinct, the work is as old as 
the human species itself (Bowen, 1987), what is normally called 
“psychotherapy” was only about one hundred years old at the time of the 
first conference. Having come into existence with Freud, it tried to establish 
itself as a science at the time when major paradigm shifts were occurring in 
the natural sciences, philosophy and culture. Watzlawick (1987) accused 
psychotherapy of being “usually 30 years in arrears” of the realizations that 
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the scientific world and culture had reached, and of wasting huge amounts 
of research and publication “in order to show that since my way of seeing 
reality is the right and true way, anybody who sees it differently is 
necessarily wrong” (p.92). 
 
Some of the conference presentations led me into the world of Cognitive 
Behavioural Therapy (CBT), in hopes that integration might be found in a 
shared theory of cognition, which was not the case. This world seemed to be 
troubled by an “objectivism vs. constructivism” debate and how to avoid 
“the slippery slope of relativism” (Northcut & Heller, 2002; Woods & 
Murphy, 2002). Intuitively I knew this disjunction to be based on 
assumptions I did not accept, yet it was troubling and needed to be engaged, 
which will be done in this Chapter and in Chapter 3. The world of CBT 
continues to develop in many directions, for example, integrating concepts 
such as “meditation,” “mindfulness,” and “acceptance” with cognitive 
therapy (Hayes, Follette, & Linehan, 2004).  
 
The search for integration in the field of psychotherapy continues. While it 
would seem logical that incorporating the best of various systems would 
make treatment better, Castonguay (2006) has argued that there is need for 
research into the benefits of integration. Without a coherent theory of human 
nature and behaviour, psychotherapy training may produce flexible 
practitioners confused about their professional identity (Lecomte, 
Castonguay, Cyr, & Sabourin, 1993). According to Watson (2006), the way 
to develop a “unifying theory to inform our technical eclecticism” involves 
working toward a unifying theory of human functioning, establishing a 
“taxonomy of markers, or client statements” that would indicate issues or 
stuck points and appropriate techniques, and developing theoretical models 
from the top down while paying “careful attention to what therapists do in 
practice” (p. 32 ). 
 
The world of psychotherapy was, therefore, not the place to find a 
theoretical context for this study. However, research on stress led into the 
world of evolutionary biology and psychology, and my growing interest in 
such an approach has guided the development of a theoretical context 
presented in this chapter. It eventually led to Stevens and Price (2000) who 
have proposed that, with the current revolution in our understanding of 
human nature, psychologists and psychiatrists will be freed of old limiting 
paradigms. Evolutionary theory, they say, provides an integrative theory of 
human nature, suitable to ground psychotherapeutic practice and for guiding 
research.  
 
Brewin and Power (1999) have argued that issues of meaning are central to 
most forms of psychotherapy, and may help narrow the wide gap between 
science and clinical experience, and form a theoretical basis for the 
integration of the field. Issues of meaning are central to stress and trauma 
theory, as will be discussed below, and recently it has been proposed (Otten, 
Quayle, Akram, Ditewig, & Rugg, 2006) that understanding meaning is key 
to remembering and learning. This study is concerned with understanding 
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meaning, thus meaning and its interpretation will be discussed in this 
chapter and in Chapter 3.  
 
As well as drawing on the results of studies of student stress that justify the 
current research, I have drawn insights from the literature of fields as 
diverse as philosophy and the neurosciences. Important insights on stress 
overwhelm have come from medical research as well as from health 
practitioners and psychotherapists, areas in which I claim no expertise. My 
intention is to construct a theoretical context for this research into students’ 
experiences of emotional stress.  
 
This chapter reports the results of scientific studies into stress, emotions, 
feelings, and thinking. It (1) reports on research into student stress and 
motivation; (2) develops a theoretical context on the nature of stress, of 
feelings and emotions and of thinking, and some keys to resolving stress 
overload; (3) develops a theoretical context for introducing key components 
of the intervention that evoked “stories of stress” in this  research program; 
(4) discusses key components of the intervention such as the Behavioral 
Barometer, a process for recognising the body’s stress response called 
“Stress Response Indicator,” and time-line exploration of emotional 
reactions. 
 
The intervention that has evoked the “stories of stress” is not conceptualised 
as therapy nor as treatment for disease symptoms or a diagnosable disorder. 
It is understood as an opportunity to understand clients’ reactions to inner 
and external environmental pressures, and to learn healthier responses, thus 
to allow the flourishing of their lives. Stress is not essentially bad, nor 
harmful, nor to be avoided, but is necessary to life and growth; every 
individual is naturally challenged to learn to manage the stress response in 
order to reduce overwhelm and promote the flourishing of life. This study 
suggests a way to assist with stress reduction and for flourishing, and 
explores the students’ stories for insights into feelings and thinking in their 
experiences of emotional stress.   
2.2. Student Stress Research   
While there has been ample research into university student stress, and a 
recognition of its increase over recent decades, there has been little research 
into proposed solutions. This chapter section will report on some research 
literature on two closely linked subjects, student stress and student 
motivation, and highlight suggestions for more study focussed on the 
subjective components of stress, emotions, and motivation.  
2.2.1. Student Stress 
 
According to researchers, for example, Hardy (2003) and Sax (1997), 
university students’ stress has been increasing over recent years, and annual 
surveys from 1985 to 1995 showed increasing numbers of students reporting 
stress overwhelm (Sax, 1997). According to a 1999 study by the Higher 
Education Research Institute (Reisberg, 2000), student stress is increasing, 
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with twice the percentage of students reporting feeling overwhelmed in 
1999 as for 1985, and a greater proportion than ever before disengaged from 
academics.   
 
It has been shown that stressful life events are correlated with lower 
academic achievement and negative educational decisions. Hess and 
Copeland (2001) found that individuals who dropped out of school reported 
a lower capacity to cope with stressful events in their lives.  Hardy (2003) 
reports, as key causes of stress for students, fear of academic failure, 
intolerable pressure to achieve in school, increased anxiety about retention, 
early exposure to world events and sexual pressures, and parental pressures. 
According to Ross, Niebling and Heckert (1999) the top five sources of 
stress for students are: change in sleeping habits, vacations/breaks, change 
in eating habits, increased work load, and new responsibilities. Their 
stressors may involve life and relationship situations, academic situations or 
personal factors, and students have reported daily hassles more often than 
major life events. Intrapersonal factors were the most frequently reported 
source of stress.
 
2.2.1.1. Student Stress Intervention. Deckro, Ballinger, Hoyt and Wilcher 
(2002) have observed that, while higher education communities are 
increasingly implementing programs to assist students cope with 
overwhelming stress, there is a surprising lack of research evaluating 
interventions for student stress. They found that a program of  6 weekly 90-
minute sessions of cognitive behavioural intervention combined with 
relaxation techniques significantly reduced self-reported psychological 
distress, anxiety, and the perception of stress. Only 43% of participants 
attended all sessions reporting work pressure as the reason for not 
completing the sessions. After investigating the interrelationships between 
academic stress, anxiety, time management, and leisure satisfaction, Misra 
and McKean (2000)  proposed that a focus on anxiety reduction and time 
management, in conjunction with leisure activities, may be an effective 
strategy for reducing academic stress in university students.  
 
According to Hess and Copeland (2001), seeking professional help to deal 
with stress overwhelm is a positive indicator when advice is sought for 
information, but a predictor of failure when used as a coping strategy. In 
addition, family interaction tends to be negatively correlated with dropping 
out, and peer social activities generally are a positive support for students’ 
dealing with stress. It is well-established that friends can influence strongly 
in both positive and negative ways, and, in their study, there was a negative 
correlation with successful completion. These researchers suggest that there 
is a need to help students make good choices about friendships, increasing 
their engagement with both their families and school, and improving 
problem-solving skills.  
 
2.2.1.2. Coping Style. It is useful to distinguish between functional and 
dysfunctional coping styles.  According to Seiffge-Krenke (1995), 
functional coping refers to active efforts to manage a problem or think of a 
solution, while dysfunctional coping focuses on efforts to deny or avoid the 
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problem and attempts to regulate the emotions [See Frydenberg & Lewis 
(1999) for a review of literature on adolescent coping]. Studies on the 
relationships between coping and mental health in adolescence suggest that 
coping styles that tend to avoid or ignore the stressor are associated with 
higher levels of depression and anxiety (Hess & Copeland, 2001). Hess and 
Copeland (2001) found, as expected, that students who dropped out of 
school have reported higher levels of stress and more frequent use of 
dysfunctional coping styles, such as avoiding problems and externalizing 
feelings.  
 
While external factors, such as cultural differences, or the presence or lack 
of supportive relationships, can significantly affect stress levels in students, 
according to Hess and Copeland (2001), internal factors need to be 
considered. Intra-psychic variables such as perceptions, psychological state 
and coping resources need to be understood, since such factors as 
perceptions of oneself as a student and expectations of success can influence 
performance. Thus, while reliance on professional help as a coping strategy 
has negative effects, assistance that enables one to make better choices is 
considered positive.  
 
2.2.1.3. Traumatic stress. Traumatic stress response can seriously affect 
one’s ability to integrate sensory information, to remember and to think, as 
will be discussed below, and Freedy, Monnier, and Shaw (2002) have 
suggested that screening for this may need to be considered for students 
who seek counselling. Research conducted with school children since the 
terrorist attacks in New York (International Institute of Future Science and 
Culture, 2002) shows a rise in the incidence of traumatic stress. It is 
suggested that the “collateral damage” (Hunt, 2001) of terrorist activity, and 
its threat, may need to be considered in regards to students, and young 
people in general.   
 
Masson, Cadot, Petit and Hanama (2002) suggest that learning problems 
and disruptive student behaviour may be attributable to traumatic stress. 
According to Schore (2001b) recent research suggests that infant 
relationship trauma may contribute to developmental dyslexia, or 
developmental hyperactivity. Exposure to violence and trauma-related 
distress in young children have been associated with substantial decrements 
in IQ and reading achievement (Delaney-Black, Covington, Ondersma, 
Nordstrom-Klee, & al, 2002). The dissolution of a romantic relationship can 
be traumatic, as recent studies found to be the case with the majority of 
university students who had experienced it (Chung et al., 2003).  
 
The “collateral damage” of generalized fear, which is easily promoted by 
the news media, is the goal of terrorist activity. According to Sardello 
(1999), this kind of fear becomes a commodity, and the measures taken to 
defend against it can contribute to its dehumanizing process and perpetuate 
fear. Continued attempts to avoid the feelings of fear can diminish and 
dehumanize oneself, numbing awareness and allowing fear to take a 
foothold. In addition, while hyper-arousal and hyper-vigilance are indicators 
of Post Traumatic Stress Disorder (American Psychiatric Association, 2000), 
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governments are now advising their citizens to be “more vigilant” to 
possible terrorist activity, which could increase distress in young people.  
 
Studies have shown that as much as three-quarters of the general population 
of the United States of America has been exposed to some event that meets 
the criterion for Post Traumatic Stress Disorder (PTSD), and that one 
quarter of those who are exposed develop a PTSD syndrome, including 10% 
who develop a lifetime disorder (Meichenbaum, 1994; Schore, 2002). 
Meichenbaum (1994) has also proposed that, because one can have been 
affected by trauma without having developed the full clinical syndrome, it is 
better to refer to the “trauma response,” not as a disorder but as a natural 
response that may be resolved or remain unresolved. It is reasonable, then, 
to suggest that many students may have experienced a trauma response that 
does not meet the criteria of PTSD, which neither they nor others have 
identified, but which continues to affect their daily lives and their academic 
performance. As will be reported below, some geneticists, are now 
convinced that one’s memories of stress and of traumatic experiences affect 
the descendents, even to the fourth generation (Patterson, 2005), and leading 
trauma researchers are investigating this possibility.   
 
There is a surprising lack of research into interventions for student stress, 
and an over-emphasis on cognitive approaches. Only one study of a mind-
body intervention was found (Deckro et al., 2002), and this used a 
cognitive-behavioural approach. Searches by the author found no studies of 
an individualised mind-body approach to assisting with university student 
stress.  
2.2.2. Avoidance Motivation  
 
According to Hauptman (2002), reasons used to justify cheating among 
academics, from students to professors, are fear of failure, lack of time, 
poverty, uncaring instructors, institutional bureaucracy, laziness, peer 
pressure, inability, and poor role models. He proposes that students are 
dishonest because their role models (parents, instructors, doctors, lawyers, 
clerics, police, and society in general) offer little to stimulate principled 
action, and, in stress overwhelm, even students coming with excellent value 
systems from the home environment can come to think that unethical 
activity is acceptable when it is convenient or whenever one can get away 
with it. It is reasonable to suggest that fear of failure or of being perceived 
as a failure, and thus, behaviour to avoid failure, frequently underlies the 
excuses given.  
 
Currently there is considerable interest in fear of failure motivation. Need 
achievement theory (Atkinson, 1957; McClelland, 1965) states that students 
differ in their primary orientation to approach success or avoid failure. Some 
students succeed while being motivated by avoidance of failure, but it is 
recognized (Martin & Marsh, 2003) that this is associated with negative 
stress, and that academic life is a more pleasant experience for students, and 
they are more likely to succeed, when they are motivated primarily by a 
desire for success. Motivation has been conceived of (Martin, 1998; Martin 
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& Marsh, 2003) as being on a continuum from success-oriented to failure-
avoidance-oriented, with significant percentages of students in high-school  
and university motivated largely by fear of failure (Martin, 1998, 2001; 
Martin, Marsh, & Debus, 2001a, 2001b). Martin (Martin & Marsh, 2003; 
Martin, Marsh, & Debus, 2001a) adapts Covington’s (1992; 1997) 
quadripolar model of need achievement (see Figure 1).  
 
High
Low
Failure Fearer I:
Overstriver
:Failure Fearer II:
Self-Protector
Failure Acceptor Optimist
Beginning to engage cognitively
with fear--
Behaviorally engaged with success
Failure
Avoidant
Success
Oriented
Defensive Pessimist
Cognitively engaged with
fear--
Beginning to engage
behaviorally with
fear
Self-Handicapper
Cognitively engaged
with fear--
Behaviorally engaged
with fear
Low
High
Figure 1: Quadripolar Model of Need Achievement 
 
According to this model, an axis of failure avoidance against an axis of 
success orientation generates four categories: the optimist, the failure-fearer 
as over-striver, the failure-fearer as self-protector, and the failure acceptor. 
The optimist who is highly motivated for success and is low on motivation 
to avoid failure, is most likely to succeed with low stress. The failure-fearer, 
who is an over-striver, is motivated for success as well as for failure 
avoidance, so is likely to succeed but under the stress associated with 
anxiety, perceptions of low control and unstable self-esteem, and is less 
resilient than the optimist. The self-protector is conceptualized as low on 
motivation for success and high on failure avoidance, to avoid the 
implications (Covington, 1992) of failure. The failure accepter is low on 
success orientation and on failure avoidance, has given up and is likely to 
self-sabotage.  The self-protector category is further differentiated into the 
defensive pessimists who, in order to protect self-worth, set unrealistically 
lower expectations or standards in case they might fail, and the self-
handicappers who self-sabotage by placing impediments in their way, which 
can be used as excuses in case of failure which is expected.   
 
Martin suggests that forms of cognitive-behavioural intervention can be 
used to assist the over-strivers and self-protectors deal with their fear of 
failure and avoidance behaviour. He recommends that attention be placed on 
 18
enhancing students’ belief in self and their belief in the value of learning 
and of what is learned,  on a focus on learning problem-solving and 
developing skills rather than on performance, and on enhancing perception 
of self-control (Martin, 2002; Martin & Marsh, 2003). 
  
As is the case with emotions, there are many theories of motivation, 
however central to human motivation are the phenomena of approach and 
avoidance. One is moved to approach what is likely to reward, or bring 
desired pleasant feelings, or one is moved to avoid what is likely to bring 
unpleasant, uncomfortable or painful feelings. Eccles and Wigfield (2002) 
review research on motivation, with a focus on developmental and 
educational psychology, noting a need for theoretical integration of the field 
of motivation. According to these authors, there has been an overemphasis 
on the rational and cognitive components of motivation, and it is time for 
researchers to investigate its affective dimensions.  
2.2.3. Student stress and motivation: Summary  
 
Some key points can be drawn from the above discussion of student stress, 
trauma and motivation that suggest a focus for the current study.  
 
(a) University student stress has increased continually over recent 
decades, and it has been found that the pressures of life in general, such as 
daily hassles, home life and relationships, affect academic success. It will be 
beneficial to study the interactions of personal and academic life, revealed in 
students’ experiences of emotional stress overwhelm through the use of an 
individualised intervention process.  
 
(b) There is a need for more study of the subjective aspects of stress 
responses and motivation, such as fears, feelings and beliefs. These 
components are also central to traumatic stress response, as will be 
discussed below. 
 
(c) In stress theory, a differentiation between successful coping and 
avoidance coping parallels a differentiation between approach behaviour 
and avoidance behaviour in motivation theory; behaviours merely to avoid 
stress are likely to lead to increased stress, and are negatively correlated 
with success. Self-protectors are motivated to avoid the implications of 
failure, the painful consequences they expect. Analysis of stories evoked by 
the use of an innovative intervention for emotional stress overwhelm, is 
likely to reveal avoided implications such as beliefs, expectations and 
painful feelings and their interrelationships.  
 
In all, research seems to suggest that there is likely to be a growing need for 
assistance in dealing with stress and trauma responses in young people. It is 
generally accepted that debriefing trauma is a risky business that can worsen 
the condition (van der Hart & Steele, 1997), therefore ways that could 
gently and safely deal with student distress or trauma should be welcome in 
the current world climate, especially if they assist students to deal with 
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subjective components of stress and trauma responses, such as feared and 
avoided feelings, images and thoughts. 
 
This research project will analyse “stories of stress” evoked by an 
intervention offered to university students experiencing emotional stress 
overwhelm. It will explore the associations of feelings, thoughts and beliefs 
in emotional stress, and how students make sense of their stress responses. 
Though “emotional stress overwhelm” was not defined in the invitation to 
students, it is something with which they are familiar. Nevertheless, for this 
study, there is a need to discuss the notions of stress and emotion, especially 
their subjective or intra-psychic dimensions. 
 
2.3. The Stress Response 
 
Current research is leading to a new understanding of stress, “the end of 
stress as we know it” (McEwen & Lasley, 2002). Stress is not something to 
be avoided as harmful, but is natural and essential to health and living, while 
it is “stress overwhelm,” an organism’s inability to meet its priority need to 
re-establish and maintain homeostasis, that is harmful. This new 
understanding of stress suggests that researchers place as much focus on 
finding ways to maximize the beneficial aspects of stress response as on 
minimizing its damaging aspects (Yehuda & McEwan, 2005). 
 
Stress is needed for individual and social health, and is responsible for 
individual and species evolution, and it would seem that what has been 
achieved in evolution, and the best that we can do, may be the results of the 
stress response. This suggests that a key task for evolutionary progress in 
the life of any individual is continually to learn to manage the stress 
response and to resolve stress overwhelm.  
2.3.1. The Nature of Stress 
 
Stress is a challenge or threat, posed by environmental change, to an 
organism’s inner stability, balance or homeostasis, and the stress response 
is the totality of an organism’s rapid protective adaptive behaviours to 
remove the stressor or to facilitate living with it (Greenberg, Carr, & 
Summers, 2002; Jessop, 1999). The stress response appears to be designed 
to function over the short term (Jessop, 1999), and the general term “stress 
overwhelm” refers to the organism’s inability to meet its priority need to re-
establish and maintain stability. In humans, stress is a threat to both the 
psychological and physiological integrity of an individual (McEwan, 1999). 
The stress response can be considered broadly as (1) positive, protective, 
growth enhancing responses to environmental challenges; (2) chronic life-
threatening overload; and (3) traumatic overwhelm, and each of these 
dimensions will be discussed in the current review. 
 
Modern stress research began in earnest with Selye’s (1937, 1946) insights 
about diseases of adaptation. Because of early emphasis on the negative 
effects of stress, it was thought of as something to be avoided (Greenberg, 
Carr, & Summers, 2002). To correct this view, Selye (1976) distinguished 
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positive “eustress” from negative “distress,” emphasising that the principle 
function of stress is protective, and that it is a necessary part of life. The 
normal expression of adaptive behaviour depends upon some optimal level 
of stress (Levine, 1971), and many elements of the stress response can even 
be viewed as curative, a kind of self-medicated “chemotherapy without 
drugs” (Antelman & Caggiula, 1980; cited in Greenberg et al., 2002).  
 
Survival in a changing environment requires that the organism has some 
independence from that environment, and that its constantly changing inner 
environment be both flexible and stable (Greenberg, Carr, & Summers, 
2002). There are many types of stress, physical, psychological, 
immunological, acute or chronic, each having its own complex of chemical 
components (Jessop, 1999), and stressors may be sequential, episodic, 
chronically intermittent, sustained, or anticipated (Sapolsky, Romero, & 
Munck, 2000). 
 
The concept of allostasis (Sterling & Eyer, 1988) is considered more 
dynamic than that of homeostasis, in that it considers operating ranges of 
physiological systems rather than set points, and has been proposed to 
replace homeostasis in defining stress response (Seeman, Singer, Rowe, 
Horwitz, & McEwen, 1997). A healthy organism constantly varies and 
adjusts all the parameters of its internal milieu and matches them 
appropriately to environmental demands (Seeman et al., 1997). Similarly, 
the concept of homeodynamics (Rose, 1998) suggests processes seeking 
adjustment rather than fixed points of balance. 
 
The stress response is an evolutionarily ancient complex of different 
components, of two general types, one associated more with acute stress and 
the other more with chronic stress (Greenberg, Carr, & Summers, 2002). 
With acute stressors, catecholamines are released in varying proportions at 
different sites in the sympathetic and central nervous systems, while with 
chronic or intermittent stressors, other rhythms and responses involve the 
hypothalamic-pituitary-adrenal axis. To these biological rhythms are added 
subjective components, assessments of the prospects of successful coping, 
changes in affect, motivation and cognition and relationships with the 
physical and social environment (Greenberg et al., 2002). A healthy 
response to acute stress is crucial in dealing with the environment and 
everyday challenges, and survival is maintained by adaptational responses 
in a series of balancing and feedback activities (Stefano, Fricchione, 
Slingsby, & Benson, 2001).  
 
Stress has a key guiding role in the evolution of coping mechanisms as 
organisms are subjected to environmental changes (Greenberg, Carr, & 
Summers, 2002), and changes in behaviour that are identified as 
evolutionary innovations seem to be stress-evoked (Hoffman & Hercus, 
2000). Brains evolve in response to selection pressures, developing systems 
associated with motivation, affect and cognition, building on ancient parts 
of the brain that mediate more ancient, conservative coping strategies 
(Greenberg, Carr, & Summers, 2002).  
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Taylor (2002) has proposed that the “fight-or-flight” response to threat is 
more characteristic of males, and that there is also a “tend-and-befriend” 
response more characteristic of females, so that female mammals under 
stress will manifest enhanced care-giving and attachment behaviour. 
Development of the human brain has included a biological programming to 
care for one another, an important individual and social stress regulator, and 
our responses to stress are directly connected to the quality of tending that 
we receive as children and adults. According to Massey (2002), as groups of 
early hominids became too large for mutual grooming to reduce social stress 
and maintain social cohesion, culture and various forms of nonverbal 
communication, including facial expression, developed. With homo sapiens, 
language emerged to enhance social intelligence and facilitate interpersonal 
relationships, and permitted humans to create models of the world from 
discrete events by coherent narratives (Massey, 2002). Thus story-telling 
could be understood to have evolved as a stress regulator. 
 
Wilson (1975) proposed that altruism is present in pre-human forms of life 
and that automatic helping of others is a survival instinct, and Bowen (1987) 
has suggested that the origins of psychotherapy can be found in the pre-
human evolution of the instinct for life-enhancing relationships. Thus a 
caring interest in listening to each others’ “stories of stress” can be 
understood as an evolved stress regulator.  
2.3.2. Chronic Stress Response  
 
Chronic stress response is the general effect of long-term stress overwhelm. 
Relatively short-term alterations to levels of physiological activity are 
necessary for successful response to challenges and dangers, however, the 
organism is vulnerable to negative effects when the stress response 
continues to function at full-capacity for too long. Constantly seeing danger 
everywhere or staying in a situation experienced as threatening is likely to 
maintain the stress response. The term “Allostatic load” (McEwen & Stellar, 
1993) designates the general stress effect on the body, resulting from 
repeated ups and downs of physiological response, and from the activity of 
physiologic systems, as they attempt to adapt to challenges and inner 
changes. Research by Seeman, Singer, Rowe, Horwitz and McEwan (1997) 
established an initial operational definition of allostatic load, in terms of 
changes of physiological systems, to provide a comprehensive assessment 
of risk for disease.  
 
Not only can stress overwhelm harm physical health, but it can interfere 
with the learning process and cognitive abilities, particularly declarative and 
verbal memory (McEwan, 2000; McGaugh, Roozendaal, & Cahill, 2000). 
Cognition is dependent on  the mutability and flexibility provided by the 
plasticity built into the fabric of the brain at all levels from the molecular 
level up (Black, 2000), and all cognitive processes, such as perception, 
learning and memory are expressions of cortical plasticity. While the 
characteristics of the plastic interactions of molecular and cellular systems 
shape cognitive functions, larger systems and cognitive functions regulate 
underlying molecular and cellular processes (Black, 2000). The 
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hippocampus is a plastic brain structure that is important for certain types of 
learning as well as spatial, declarative and contextual memory. It is highly 
sensitive and vulnerable to the effects of stress and stress hormones, and is 
responsive to the actions of sex hormones as well (McEwan, 2000). Single 
stressful episodes affect memory, and appear to do so via adrenal steroids 
and other pathways, and chronically repeated stressors cause memory 
impairment. All instances of atrophy in the hippocampus involve deficits in 
declarative and spatial memory, and other cognitive processes (McEwan, 
2000).  
 
Some stress effects are reversible, while some are permanent. Acute stress 
temporarily affects cognition by suppressing functions of the prefrontal 
cortex (Arnsten, 1997, 2000; Greenberg, Carr, & Summers, 2002) essential 
to awareness of feelings and decision-making, while chronic stress can 
result in damage to cognitive functions (Sapolsky, 1996). Chronic 
psychosocial stress damages the hippocampus, and the changes seem to be 
reversible if the stress is soon terminated, however longer periods of 
psychosocial stress seem to lead to permanent damage to the hippocampus, 
and memory impairment in some individuals as they age (McEwan, 2000). 
Though it is not understood what triggers the transition from adaptive 
plasticity to permanent damage by stress, it is suggested that the boundary 
between stress and distress comes where the cost of coping impairs 
functions critical to well-being (Greenberg, Carr, & Summers, 2002). 
 
In the research by Seeman and colleagues (1997) with a healthy elderly 
population, differences in allostatic load predicted not only physical disease 
outcomes but also differential risks for decline in cognitive functioning. It is 
the chronic stress, associated with inappropriately elevated secretion of 
glucocorticoids, that suppresses the immune system and predisposes to 
infection and illness (Jessop, 1999). Thus, it is not stress or stress response 
that harms health, but stress load, caused by the accumulation of effects in 
long-term unresolved stress. As Schore (2001a) has stated, mature 
development entails the ability to move away from homeostasis to turn on 
the neurochemical stress responses when needed and to re-establish 
homeostasis when they are not needed. Lack of variability when faced with 
environmental challenges, and an inability to make alternate choices and 
strategies for change, suggest maladaptive development (Emde, 1988), as 
does an inability to maintain a stable self system while allowing change 
(Schore, 2001a) 
 
The harmful effects of chronic stress response can be maintained by 
constantly seeing danger everywhere, by believing that one’s world is 
threatening, and by believing that one cannot make choices to change one’s 
situation or to adapt in such a way that homeostasis is re-established. There 
are evolved biological stress reduction systems that may be utilised to 
reduce stress overwhelm, the relaxation response and placebo effect, which 
will be discussed below. 
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2.3.3. Traumatic Stress Response  
 
Chronic stress response has been explained in terms of allostatic load, the 
cumulative effects on the organism of continued environmental challenges 
or perceived threats. Trauma can be understood as a “shock to the system” 
(Miller, 1998) an inescapably stressful event that overwhelms an 
individual’s coping mechanisms (van der Kolk & Fisler, 1995). Everyone 
experiences trauma throughout life (van der Kolk & McFarlane, 1996), 
either personally or remotely, and successful management of trauma is 
essential to life and development. It is well accepted that unresolved trauma 
can lead to behaviour that is seriously debilitating. Meichenbaum (1994) 
proposes that traumatic overwhelm be called “Post Traumatic Stress 
Response” (PTSR), because the overwhelm that is trauma response is 
normal, not a disorder. According to Yehuda and McFarlane (1995) PTSD 
has been a controversial diagnosis whose original conceptualization is being 
challenged by research into its biological changes which are different from 
those of chronic stress response. 
 
The alarm response to threat is normally followed by the relaxation response 
after the fearful event is passed (Stefano, Fricchione, Slingsby, & Benson, 
2001). Blocking of the relaxation response, or prolonging of the trauma 
response, may lead to harmful effects as the adrenal glands continue to 
produce epinephrine and norepinephrine to mobilize for fight or flight, and 
do not produce enough cortisol to inhibit a continuation of the alarm 
reaction and allow the relaxation response (Stefano, Fricchione, Slingsby, & 
Benson, 2001; Yehuda et al., 1990). PTSD is not an inevitable consequence 
of trauma but involves a progressive sensitization of various biological 
systems leaving one hyper-responsive to various stimuli (Yehuda & 
McFarlane, 1995). 
 
Continued emotional arousal strongly affects the formation of long-term 
explicit memory (McGaugh, Roozendaal, & Cahill, 2000). Hyperactivity of 
the amygdala affects the hippocampus and its capacity to locate one’s place 
in space and time, thus affecting perception and memory and the evaluation 
and categorisation of experience (van der Kolk, 1994). In addition, chronic 
physiological arousal leads to the loss of the ability to use emotions as 
signals, and to the loss of stimulus discrimination (McFarlane & van der 
Kolk, 1996) 
 
Since emotional memories can be established without conscious evaluation 
of incoming information, emotional responses and sensory impressions may 
be generated based on fragments of information rather than on complete 
perceptions (LeDoux, 1992), and these emotional memories may be forever 
(van der Kolk, 1994). In trauma response, the normal lateralization and 
communication of hemispheres is disrupted and the activity in Broca’s area, 
the articulation centre in the left hemisphere, diminished, so that experiences 
may be intensely felt while the individual is physiologically prevented from 
translating them into speech (van der Kolk & Fisler, 1995). In all, the effects 
of trauma on brain function and learning are complex and diverse.  
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The brain, most prominently in the left hemisphere  can be understood as an 
interpreter (Gazzaniga, 1998; Guyton & Hall, 2000), and its somatic 
interpretive areas, auditory interpretive areas and visual interpretive areas 
feed into the general interpretive area  whose “comprehensive interpretive 
function” (Guyton & Hall, 2000, p. 666) is to interpret complicated 
meanings of different patterns of sensory experiences. This area “plays the 
greatest single role of any part of the cerebral cortex in the higher 
comprehensive levels of the brain function that we call intelligence” (p. 667). 
According to Van der Kolk & Fisler (1995), what characterizes traumatic 
experiences is that they are imprinted as sensations and feeling states that 
are not transcribed into a personal story or narratives that correspond to 
reality. With a disruption of the interpretive function, and decreased activity 
of the speech centres, the “speechless terror” experienced leaves memory 
traces that may remain unmodified by the passage of time or further 
experience.  
 
Normally the complicated work of the left hemisphere’s interpreter function 
is constrained by the right hemisphere (Baynes & Gazzaniga, 2000). 
Interpretations made when normal lateralisation and communication are 
disrupted in traumatic experiences may provide meanings that temporarily 
ward off anxiety, but not translate the sensations and feelings into narrative 
that could continue to be integrated into further experience. Gilbert  (1998a) 
suggests that some of the markers of psychosis, such as voices, may be the 
brain’s creatively filling in the gaps in information when some elements of 
experience have not been integrated. The brain creates the sensory stimuli 
that would normally arouse its current mental state.   
 
According to van der Kolk (1994, 1996) the body remembers the effects of 
traumatic shock and ways need to be developed to resolve these effects by 
dealing with somatic memory directly. Ideally, interventions for trauma 
would address both somatic memories and the narrative integration and 
expression of data of experiences, and a proposal for such will be discussed 
below.  
2.3.4. Early Life Stress and Trauma 
 
According to Heim and Numeroff (1999, 2001), research into the 
neurobiological effects of early life stress suggests that it predisposes the 
person to a development of severe depression and anxiety disorders, 
including PTSD, in response to later stressors. Experiences early in life 
influence the vulnerability of many systems of the body to stress (McEwan, 
2000) and brain hemisphere development and communication seem to be 
adversely affected (Schore, 2001b, 2002). The period of life from late 
pregnancy through the second year is critical for human development and 
requires, not only sufficient nutrients, but also the regulated interpersonal 
experiences of secure attachment with the primary care-giver (Schore, 
2001a).   
 
The right brain, dominant in the first three years of life, is centrally involved 
in many functions, including the processing of social-emotional information 
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and the regulation of bodily and affective states, and its maturation is 
dependent on the experience of attachment in which infant’s and mother’s 
right brains resonate (Schore, 2001a). Early relational trauma, that 
negatively affects right brain development, interferes with the organisation 
of the regulation of the primary emotions, predisposing the infant to 
vulnerability to traumatic overwhelm at later times of stress (Schore, 2001b). 
Gentle and repeated caring reduces emotionality and stress hormone 
reactivity, and its effects may last a lifetime (Stefano et al., 2001). 
According to Shore (2001b) human development can be conceptualised as 
the transformation of external regulation of childhood into internal 
regulation. Failure to develop internal regulation is likely to result in the 
accumulation of chronic stress, as well as a vulnerability to traumatic 
overwhelm.  
 
There has been an abundance of research on the perpetuation of social, 
behavioral, and health problems in successive generations of families 
(Serbin & Karp, 2004). Experiences or conditions prior to an individual’s 
birth, and even prior to conception, may be contributors to trauma response. 
There has been considerable research into the intergenerational effects of 
trauma, particularly with offspring of Holocaust survivors (Yehuda et al., 
1997) suggesting that they are more psychologically and biologically 
vulnerable to stress and trauma for many reasons that are not yet clear. 
Research with children whose mothers were pregnant and in or near the 
World Trade Centre on 9/11/2001 (Yehuda et al., 2005) show cortisol levels 
that suggest trauma response very early in life as a result of in utero 
conditions.  
 
Some leading geneticists now are convinced that memories of experiences 
are passed down even to the fourth generation (Patterson, 2005), suggesting 
that inherited memories of trauma could affect offspring. Stevenson (2000; 
n.d.) and Tucker (2006) have researched the world-wide phenomenon of 
children’s reports of memories of past lives, and proposed that the 
hypothesis of previous lives can contribute to the further understanding of 
states observed in medicine and psychology that cannot be explained, or 
fully explained, by genetics and environmental factors. It appears that not 
only phobias and trauma experiences, but behaviours and emotions, are 
carried over from past lives (Tucker, 2006). 
 
Early childhood experience is a significant contributor to the development 
of trauma in life, and inherited memories of experiences may be contributors. 
Whatever may be proposed as explanations for the phenomenon of 
memories of past-lives, the phenomenon itself is interesting and significant, 
and the meanings of those experiences are worthy of exploration.  
2.4. “Emotional” Stress  
 
The term “emotional stress” is commonly used, but what this means is not 
clear. According to Kiecolt-Glaser, McGuire, Robles, and Glaser (2002) it 
has been known for more than two millennia that “emotional stress” causes 
health problems, and negative emotions have been associated with a range 
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of diseases. The growing understanding that not all change is bad and not all 
stressors are harmful has brought a renewed attention to the relationships 
between stress and emotion (Stefano, Fricchione, Slingsby, & Benson, 
2001). Some, for example Lee, Scragg and Turner (2001) have suggested 
that it may be profitable to investigate the place of different feeling states, 
such as guilt and shame, in assisting with trauma response. There seems to 
be a general agreement that maintaining positive attitudes or emotions 
counters the effects of negative emotions and contributes to improved health 
(Kiecolt-Glaser, McGuire, Robles, & Glaser, 2002). Resources that reduce 
“negative emotions,” such as close personal relationships or personality and 
coping styles, have been shown to enhance health, in part through their 
positive impact on immune and endocrine regulation, however “positive 
emotions” have received relatively little attention (Kiecolt-Glaser et al., 
2002).  
 
According to LeDoux (2000) the relationship between cognition and 
emotion is poorly understood, the limbic system theory of emotions is no 
longer sustainable, and there is little agreement about what emotions are. 
“Cognition” and “emotion” refer to collections of disparate brain processes, 
and it seems that the neural mechanisms underlying the expression of 
emotional responses are not necessarily those that give rise to subjective 
feelings (LeDoux, 2000). The lack of a clear common definition of emotion 
is reflected in attempts to understand positive emotions. The term “positive 
emotion” is variously understood as “positive reappraisal of stressful life 
events,” “finding meaning,” “developing positive illusions,” and “situational 
or dispositional optimism.” (Kiecolt-Glaser, et al., 2002). 
 
The relationship of cognition and fear has a clearer starting point than that 
between cognition and emotion, and “emotional experience” may be more a 
matter of the nature of consciousness than of emotions (Armony & LeDoux, 
2000). The term “emotion” refers to a broad category of experiential, 
behavioural, socio-developmental, and biological phenomena (Cacioppo & 
Gardner, 1999).  The recognition of the fundamental nature of fear in the 
motivational system (Armony & LeDoux, 2000) and the differentiation of 
emotion from the subjective feelings of emotions (Damasio, 2000, 2003; 
LeDoux, 2000) suggest that the relationships of fear and feelings are worth 
considering as a focus of research.  
 
As discussed above, dysfunctional coping behaviour or an over-reliance on 
behaviour to avoid feared pain is likely to contribute to stress overwhelm. It 
is likely that the feared pain consists significantly in painful feelings of the 
emotions, and that avoiding feelings that are painful or uncomfortable can 
lead to confusing emotional reaction patterns. Emotional reactions have a 
narrative history that can go back to childhood (Damasio, 2000; Nussbaum, 
2001), thus, identifying the feelings of the emotions and exploring the 
stories of emotions may be an important key to resolving chronic and 
traumatic stress. Fear of the feelings of the emotions may contribute 
significantly to stress overwhelm, a notion that will be considered below.   
 27
2.4.1. The heart of the matter: Emotional stress  
 
Two groups of university students agreed to participate in a study of an 
intervention to assist with their experiences of “emotional stress” a concept 
that was not defined for them. While the term is commonly used, and it has 
been recognised for millennia that emotional stress can cause illness, the 
nature of emotional stress is not clear. Currently there is a revolution in the 
understanding of stress, “the end of stress as we know it” (McEwen & 
Lasley, 2002). There is little agreement on the nature of emotion, and 
Armony and LeDoux (2000) have proposed that “emotional experience” 
may be more a matter of the nature of consciousness than of emotions, 
suggesting that ways to study “emotional experience” would be beneficial. 
 
In Chapter 1, emotions were defined broadly, following Arnold (1960; 
Arnold & Gasson, 1954), as a felt tendency toward something appraised as 
beneficial and away from something appraised as harmful. Rolls (1999) has 
defined emotions, similarly, as motivation with characteristic feelings, and 
Damasio (1994, 2000, 2003) has differentiated emotions and the feelings of 
the emotions. While some aspects of emotions are observable, feelings are 
subjective, internal, the body’s awareness of its sensitive and emotional 
states, and of its needs and desires, and essential to the decision-making 
process. According to Damasio (2003) feelings are our most highly evolved 
life-regulators, and recent neuroscience research suggests that a capacity for 
subjective awareness of feelings corresponds to the size of the right anterior 
insula, which appears to be unique to humans (A. Craig, 2004). This 
suggests that a study focusing on the feelings of emotional experiences as a 
way to reduce emotional stress would be highly beneficial.  
 
The above discussion of stress, trauma and emotions suggests that stress 
overwhelm would need to be resolved by processes that access ways in 
which “the body remembers” trauma (van der Kolk, 1994). Rothschild 
(2000; 2003) has proposed ways that combine  psychotherapeutic methods 
with body work involving relaxation techniques. The field of Energy 
Psychology (Association for Comprehensive Energy Psychology, n.d; 
Feinstein, 2004; Gallo, 2002) has combined psychotherapeutic techniques 
with methods from Specialised Kinesiology and Traditional Chinese 
Medicine, an approach that will be discussed briefly below.  
 
Since the body’s memory of childhood trauma involves arrested 
development of the right hemisphere (Schore, 2001b), of its ability to 
constrain left hemisphere interpretive functions and its communication, 
techniques that could assist with the resolution of somatic memories may 
also allow the arrested development to proceed, even recommence, naturally. 
Recovery involves the integration of all elements of an experience into 
one’s life story, and for Meichenbaum (1997) paramount to this is to help 
clients attend to features of their stories they have overlooked, allowing 
them to change the stories they tell themselves and others.  
 
As discussed above, evolution has progressed as response to environmental 
challenges, that is, as stress response and stress regulation. Damasio (2000) 
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has argued that emotions, specifically the feelings of the emotions, are our 
highest levels of stress regulation. When the stress regulation processes are 
overwhelmed by shocks to the system or difficult situations, intervention 
could best recognise and utilise the different levels of evolved regulation. 
The next section of this chapter will discuss physical and mental dimensions 
of our evolved stress regulation systems. 
2.5. Regulating the Stress Response 
 
Schore (2001a) has stated that a consequence of severely compromised 
infant attachment is the inability of an individual to move away from 
homeostasis to turn on the neurochemistry of stress response when it is 
needed or turn it off when it is not needed. It is likely that such an individual 
would try to avoid experiencing stress, which has been identified with 
dysfunctional coping. Shore (2001b) has also proposed that human 
development can be conceptualised as the transformation of external 
regulation into internal regulation. 
 
According to evolutionary theory, evolution has progressed by selection of 
adaptive stress responses (Greenberg, Carr, & Summers, 2002). In addition 
to natural chemical stress inhibitors, the relaxation response and placebo 
effect, humans have available higher evolved structures that, while often 
associated with stress, may be thought of as stress management abilities, 
such as emotion and cognition (Stefano, Fricchione, Slingsby, & Benson, 
2001). Two capacities that appear to be available only to humans are 
feelings, as differentiated from emotions (Damasio, 1994, 2000), and 
episodic memory (Tulving, 2002), the ability to remember past experiences. 
These capacities are conscious and have their neural substrate in the most 
recently evolved brain hemisphere frontal pole regions (A. Craig, 2004; 
Stuss & Levine, 2002) 
 
The theoretical concept of “regulation” is used by many sciences to 
differentiate normal and abnormal structure-function or adaptive and 
maladaptive health (Schore, 2001a), thus feelings and episodic memory may 
be regarded as our highest forms of stress regulation. Indeed Damasio (2003) 
has proposed that feelings are our most highly evolved life regulation. 
According to recent research (Otten, Quayle, Akram, Ditewig, & Rugg, 
2006), interpretation of meaning, also associated with the frontal lobes, is 
important in successfully remembering and learning. Interpretation of 
meaning functions as stress regulation. 
2.5.1. Natural Stress Inhibitors: Relaxation Response and Placebo Effect  
 
It is well recognised that the stress response produces anti-stress hormones 
to inhibit and terminate the stress response (Jessop, 1999; Stefano, 
Fricchione, Slingsby, & Benson, 2001). Two natural processes, the 
relaxation response and the placebo effect, may be used to reduce the effects 
of stress (Jessop, 1999). 
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The Relaxation Response. The relaxation response is a feedback regulatory 
mechanism within the stress or sympathetic alarm response that counters its 
effects, so that the acute stress response naturally comes to a termination 
when the stressor is no longer present (Benson, Beary, & Carol, 1974; 
Jessop, 1999) Various agents inhibit stress response particularly at the 
hypothalamo-pituitary-adrenal (HPA) axis, hypothalamus and the anterior 
pituitary, and, just as there are different complexes of chemical responses in 
the different types of stress, there are different chemical complexes 
composing our natural stress control, and there are different timings and 
chemical ratios in the relaxation response (Jessop, 1999; Stefano, Fricchione, 
Slingsby, & Benson, 2001). The relaxation response is well researched, and 
eliciting it regularly has been shown to alleviate many stress-related 
conditions, so that its use is now part of main-stream medicine (Stefano, 
Fricchione, Slingsby, & Benson, 2001).  
 
The Placebo Effect. It is now also suggested that short-term stress elicits a 
proactive protective unified response, associated with the placebo effect 
(Stefano, Fricchione, Slingsby, & Benson, 2001).While the concept of 
“placebo effect” has had a negative connotation, current research suggests it 
may be a natural ally to fight illness, so that healing can be enhanced by 
tapping into positive expectations and beliefs. Individuals given placebo 
often exhibit statistically significant improvements, suggesting that beliefs 
can elicit non-cognitive protective responses to a perceived health threat 
(Stefano et al., 2001)  
 
According to De La Fuente-Fernandes and Stoessl (2002) the placebo effect 
appears to be mediated by reward-related mechanisms triggered by the 
expectation of health benefits, and expectation-related dopamine release in 
limbic structures might be a common phenomenon in any medical condition 
susceptible to the placebo effect. Contributions of various neuroactive 
substances, involved in the reward circuitry, to the placebo response may be 
disorder specific. 
 
The placebo response has been shown to have positive results with various 
disease states, and is capable of affecting many brain regions in depressed 
patients (Benedetti, 2002). The administration of placebo can result in a 
clinical response indistinguishable from that seen with active antidepressant 
treatment (Mayberg, Silva, Brannan, & Tekell, 2002). However, placebo 
alone does not seem to be sufficient in the management of pain 
(Rowbotham, 2001) Research by Petrovic, Kalso, Petersson and Ingvar 
(2002) using positron emission tomography has confirmed that both opioid 
and placebo analgesia are associated with increased activity in the rostral 
anterior cingulate which is implicated in emotional and cognitive functions. 
Though pain as sensation is different from emotion, emotions triggered by 
pain may increase an individual’s suffering (Damasio, 2000), and physical 
and social pain seem to share neurological structures, particularly the 
anterior cingulate cortex (Eisenberger & Lieberman, 2004).    
 
Commenting on the announcement of research suggesting that arthroscopic 
knee surgery is objectively no better than a placebo control, Gillett (2002) 
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remarks that most currently accepted surgical techniques have never been 
validated in full clinical trials. Instead, new methods are proposed, and 
expensive, high-tech equipment introduced as better than the old, without 
evidence that intervention is required at all. It could be, he suggests, that 
admiration of a surgeon with expensive, fancy equipment, doing something 
mysterious to one’s body, provokes a placebo effect to stimulate the 
individual’s actual holistic response to an illness.  Kirsner (2002) insists that 
compassion or caring (with adequate knowledge) of the physician is “the 
most powerful therapeutic force,” too much missing in the modern culture 
of medicine. 
 
Utilizing Placebo and Relaxation. Stefano and colleagues (2001) propose 
that the relaxation response and placebo effect are basically the same 
mechanism in action, that they are nature’s “anti-biosenescent processes.” 
Placebo seems to tap into the “remembered wellness” of such positive mind 
states as memories of maternal attachment, as well as into positive 
expectations and beliefs, and it seems to be a conditioned response, while 
the relaxation response needs to be learned. The placebo effect, then, may 
be invoked via the relaxation response, so that, in times of stress, cognitive 
awareness of health issues may activate non-cognitive protective processes.  
 
An individual who practices the relaxation response is more able to utilise 
the placebo effect. Perhaps, when defensive stress responses are reduced, 
one is able to believe in positive outcomes, especially when others support 
one’s positive beliefs. Just as “constantly seeing danger everywhere” or 
maintaining beliefs of hopelessness, can perpetuate the stress response, so 
can relaxing and maintaining positive experiences and beliefs promote stress 
reduction and well-being. Successful response to challenges has much to do 
with their meaning. 
2.5.2. The “Meaning” Response 
 
The deliberate use of the placebo effect in medicine seems to result from 
“deception,” thus it is often disparaged and despised, yet Moerman (2002) 
suggests that these benefits flow largely from the meanings of encounters 
and are better understood as “meaning responses.” Placebo effects engage 
fundamental human biological pathways to desirable results, and there need 
be no deception to elicit the benefits, so it may even be unethical not to 
engage them or to come to understand how meaning can profoundly 
improve human well-being.   
 
Brewin and Power (1999) have proposed that issues of meaning are central 
to most forms of psychotherapy, either the presence of unwanted meaning 
or the absence of wanted meaning, and that their success usually involves 
transforming the meanings that clients have attached to their symptoms, 
relationships, and life problems. Some meanings involve cognitive 
appraisals that may be readily accessible in narratives that individuals 
construct to make sense of what has happened, while other less accessible 
meanings of emotional or bodily responses are shaped by innate appraisal 
mechanisms and may be triggered by highly specific situational stimuli.  
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The issue of meaning is “critical” to resolving trauma (McFarlane & van der 
Kolk, 1996), and “less accessible” meanings could include the somatic 
memories of trauma that need to be integrated into narrative (van der Kolk, 
1994). It is not enough to uncover memories of traumatic events, but 
individuals must be assisted in exploring meaning to create a more 
acceptable reality (van der Kolk & McFarlane, 1996). According to Brewin 
and Power (1999), meaning in life has been found to be inversely related to 
negative affect, and somewhat more strongly to positive affect, and 
individuals may be assisted to develop narratives that promote better 
adaptation. Thus considerations of meaning are central to stress and trauma 
theory. It has been shown (Otten, Quayle, Akram, Ditewig, & Rugg, 2006) 
that understanding meaning is key to remembering and learning.  
 
Stress response clearly involves a “meaning response,” whose resolution 
would involve changing meaning, and changing meaning could be assisted 
by the relaxation response. Intervention to assist with the management of 
stress overwhelm needs a method to incorporate “less accessible meanings” 
into the narrative process. If higher evolved structures such as emotion and 
cognition, often associated with stress, may be thought of as stress 
management abilities (Stefano, Fricchione, Slingsby, & Benson, 2001), 
successful management must consider how people think.  
2.5.3. The mind and thinking 
 
Homeostasis, allostasis or homeodynamics, has been identified above as the 
fundamental need of organisms. However evolution has resulted in an array 
of other needs supporting the maintenance of that fundamental need, which 
are common to individuals of each species, which Stevens and Price (2000) 
have designated as “archetypal.”  For example, we cannot remove the 
psychobiology that makes relationships matter, and being loved, wanted and 
accepted is associated with low stress hormones, while social conflict is 
associated with high stress hormones. Thus there are archetypal needs that 
determine affective and cognitive experiences and behaviours typical of 
humans. Stevens and Price (2000) propose that a key factor in the 
development of psychiatric illness is stress, and that “the probability is that 
the greater the gap between archetypal needs and environmental fulfilment 
of those needs, the greater the stress and the more incapacitating the 
illness”(p. 37).  
 
2.5.3.1. The Adaptive Mind. In evolutionary psychology the mind can be 
understood as a defensive and adaptive mechanism, evolved to cope with 
environment change. Gilbert (1998a, 1998b) has proposed that conditions 
usually labelled “psychopathology” and many other non-psychotic 
conditions of distress may represent the activation of evolutionarily ancient 
adaptive strategies, and evolutionary explanations have been advanced for 
many of these conditions (see Stevens and Price, 2000). Evolution is an 
incremental process that often favours compromises and adaptive biases in 
reasoning and moods over logic, reasonableness or good mood (Marks, 
1987). Evolutionary adaptations did not result from good designs but from 
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compromises, and favoured certain “biases in reasoning and moods that 
facilitate behaviours conducive to inclusive fitness” (Gilbert, 1998a, p. 354).  
 
According to Tooby and Cosmides (2000), cognitive neuroscientists 
generally recognise that the brain is an evolved system, and that cognition 
evolved as adaptive processes for the “regulation of behaviour and 
physiology on the basis of information derived from the body and from the 
environment” (pp.1171-1172).  Moreover, our brains evolved as a 
“confederation” of hundreds of thousands of functions suited to the 
Pleistocene age, and “it will be difficult to make sense of our cognitive 
mechanisms if one attempts to interpret them as devices designed to perform 
functions that were not selectively important for our hunter-gatherer 
ancestors” (p. 1170). Stefano and Friccione (1995) have speculated that the 
cognitive mind, depending on a unifying consciousness that appears to 
regulate its own processes, has developed by chance with a strong bias to 
believe in a highly organized world, since this is what would have survival 
value within a lifetime. The sense of unity, being a coping strategy, is really 
a deception or illusion in that it imposes perceived order, suggesting that 
denial-like processes are at the core of human cognitive coping mechanisms. 
Yet these cognitive abilities gave survival advantages to organisms 
possessing them (Stefano, Fricchione, Slingsby, & Benson, 2001).  
 
Gilbert (1998b) differentiates fast and slow-track cognitive processing. Fast 
track processing uses heuristics and biases rather than logical deductive 
methods, with the most basic adaptive heuristic probably being “better safe 
than sorry.” A cautious attitude and certain assumptions of possible dangers, 
reliance on affect and how something feels, earlier experience and 
conditioning, have been evolutionarily selected to operate in threatening 
situations, to ensure survival and reproduction.  In this sense, beliefs act as 
regulators for individual and social living.  
 
According to Gilbert (1998b), what have been called “cognitive distortions” 
may simply be fast-track thinking, reliant on affect and previously adaptive 
mental heuristics and beliefs appropriate for the organism’s survival, but not 
conducive to better relationships or best performance in today’s society. 
Distortions of reasoning, as identified by cognitive therapists, such as 
selective attention, arbitrary influence, overgeneralization, jumping to 
conclusions, all-or-nothing thinking, emotional reasoning, have been 
analysed from an evolutionary viewpoint (Gilbert, 1998b). Under threat, the 
brain operates according to what was adaptive in the past during millions of 
years of evolution, and cognitive biases may be a reflection of basic brain 
design and the natural consequences of “fast track defensive algorithms that 
are sensitive to threat” (1998b, p. 447). As people shift to defensive styles of 
processing they are vulnerable to such distortions, and common Cognitive 
Behavioural Therapy strategies of testing the evidence and insisting on logic 
may not work, for these defensive styles of processing were not learned and 
cannot be unlearned or removed. Such defensive styles, however, may not 
be adaptive in modern society.   
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2.5.3.2. The Need to Learn to Think. In this evolutionary psychology 
model (Gilbert, 1998b), “psychopathology” is not a matter of developing 
erroneous beliefs, but of having become over-reliant on defensive forms of 
processing. Intervention would not be just a matter of challenging beliefs 
and teaching logical thinking, but would include assisting individuals to 
focus on “personal development, insight into the workings of the mind, 
mindfulness, and changing the environments that people live in” (Gilbert, 
1998b, p. 460). Thinking would engage more of the recently evolved slow 
track processing which uses logical deduction and symbolic forms, 
integrates information from memory and knowledge stores, and builds 
complex models of the world (Gilbert, 1998b).  
 
A dynamic theory of psyche (Lonergan, 1957) proposes that images and 
symbols are expressions of a neural substrate seeking fuller realization, with 
dreams and associated images and affects revealing the psyche’s 
anticipations and possibilities. Lonergan suggested, and found support in 
Stekel’s (1939) theory of psychotherapy as retrospective education, that 
there would be a functional correlation between intellectual bias, resulting 
from flight from understanding, and the beginnings of psychic trouble. Thus 
he proposed that, just as disorder results from the avoidance of insight, and 
is maintained by defensive, ingeniously adaptive, non-conscious cognitive 
processes that are marked by a flight from knowledge, its cure would be 
accompanied by the occurrence of the principle insights that were blocked.  
 
As Lonergan (1957) states, insights of theoretical intelligence are not 
enough for the resolution of psychic troubles, but would only complicate 
them, for theoretical intelligence easily perpetuates an avoidance of data of 
experience in real life matters. Resolution requires acknowledging elements 
of experience, such as images and beliefs that had been avoided because of 
painful feelings, which would then allow intellectual process to proceed to 
healing insight. When intelligence has become distorted by avoidance of 
elements of experiences, Lonergan suggests that one needs another’s 
assistance to allow avoided data to be integrated. 
 
Thinking, that transcends adaptive cognitive processing, is needed not only 
for the correction of distortions caused by the avoidance of feared feelings, 
but also for discernment of what one wants. Maturana (Maturana & Bunnell, 
1998) has explained responsibility as the experience of the ability to be 
aware of what one wants and also to be aware of the possible consequences 
of acting for what one wants. One can understand and think about the 
implications of what one wants, and that is the experience of freedom. The 
nature of thinking, as it transcends adaptive cognitive processing, will be 
explained in Chapter 3. 
2.6. Stress Response: Summary of Conclusions 
 
(a) It is not stress or stress response that harms health, but stress load, 
caused by the accumulation of effects in long-term unresolved stress. 
Healthy development implies the ability to move away from homeostasis to 
turn on the neurochemistry of stress response when it is needed or turn it off 
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when it is not needed, regulating stress rather than avoiding it. It also 
implies the transformation of external regulation into internal regulation 
 
(b) Shocks to the system of traumatic experiences, particularly in 
childhood, result in a vulnerability to future stress. Resolution of trauma 
response requires assistance with somatic memories as well as assistance to 
integrate sensations and feelings left as imprints of the shock. Since 
childhood trauma generally affects development of the right hemisphere and 
its communication, it is important that assistance allows arrested 
development or learning to recommence and proceed as it would have 
naturally. 
 
(c) Trauma blocks the integration of sensations, feelings and images 
into the life narrative. Feelings and episodic memory may be regarded as 
our highest forms of stress regulation, so that a focus on fear and avoidance 
of feelings may be a promising starting point for understanding and 
resolving stress overwhelm. 
 
(d) The placebo effect may be invoked via the relaxation response, 
so that, in times of stress, cognitive awareness may activate non-cognitive 
protective processes. The relaxation response may also allow awareness of 
the beliefs and expectations, comprising defensive cognitive adaptation, that 
are activated by perceived threats. 
 
(e) The concept of “meaning response” suggests that, in addition to 
exploring somatic memory, there is need for an exploration of 
interpretations of events, and for methods to incorporate “less accessible 
meanings” into the narrative process 
 
(f) Avoidance of feared feelings can be determinative of many 
responses to situations or events, and “emotional stress overwhelm” can be 
the accumulation of effects attributable to fear and avoidance of painful or 
uncomfortable feelings associated with emotions and motivation. Thus 
“emotional stress” may be due not to emotions themselves, but to 
deregulation of the emotions through avoiding associated feelings, and 
avoiding recognising associated beliefs. 
 
(g) Attending to feelings is a key to awareness and to the insights 
that permit an individual to transcend defensive cognitive processing, and to 
make choices that liberate from behaviour patterns that perpetuate stress 
overwhelm and allow enhanced quality of living. 
 
(h) The use of cognitive process may not be the best approach to 
confront cognitive distortion. One’s thinking and decision-making processes 
may be distorted by avoiding awareness of one’s feelings which limits 
awareness and understanding of one’s inner states and of the world. The 
energy of emotions associated with avoided feelings is not available to 
support decisions and actions.  
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The above proposals suggest that a study of feelings and how one thinks 
about feelings would be of great benefit in developing methods for resolving 
emotional stress overwhelm and trauma. Insights from philosophy and 
neuroscience support a view that the body knows itself through feelings, is 
meaningful, and that narrative methods recommended for resolving 
traumatic memories can include the body’s knowing and access to somatic 
memories.  
2.7. Thinking About Feelings  
 
The most recently evolved structures of the brain are the hemisphere frontal 
poles, two of whose functions appear to be the ability to feel as well as 
episodic memory, both of which appear to be uniquely human (Stuss & 
Levine, 2002; Tulving, 2002). This section will consider feelings in 
relationship to emotions, motivation, fear, somatic knowing and meaning-
making. It will conclude with two proposals, that (a) feelings are key 
components of experiences that give rise to questions and insights, 
permitting an individual to transcend defensive cognitive processing; this 
would allow new choices which would liberate from behaviour patterns that 
perpetuate stress overwhelm and allow enhanced quality of living; (b) 
avoidance of feelings distorts the natural cognitive and learning processes 
and limits insights, thus intervention for stress overwhelm could make use 
of episodic memory to explore the history of these feelings and the 
implications of avoidance.  
2.7.1. Differentiating Emotions and Feelings 
 
According to LeDoux (2000) little is known about the brain mechanisms of 
emotional experience, and those that underlie the expression of emotional 
responses are not necessarily those that give rise to feelings. He suggests 
that “emotional experience” may be more about the nature of consciousness 
than about the nature of emotion. Damasio (1994, 2000) has proposed that 
emotions are a higher order expression of the regulation called homeostasis, 
and that “selective reduction of emotion is at least as prejudicial for 
rationality as excessive emotion” (2000, p. 14). Indeed it is the feelings of 
the emotions that are the highest level of life regulation, and necessary for 
rational responses to life’s challenges (Damasio, 2003). 
 
Emotions are changes in the body that can be activated by the brain in 
response to thoughts or images, and feelings are the awareness of these 
changes in our body; they are awareness of what is happening with our body 
while thoughts or images about specific contents pass by (Damasio, 2000). 
Emotions  “automatically provide organisms with survival-oriented 
behaviours” (2000, p. 36), thus they are likely to be unconscious and 
predominate in stressful or threatening situations.  
 
Awareness of emotions, and of the changes of associated mental images, has 
been selected for humans to enhance survival and enrich life, by permitting 
flexibility of learning responses to our environment (Damasio, 2000). 
Consciousness, or awareness, identified as “the feeling of what happens,” 
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evolved because “knowing the feelings caused by emotions was 
indispensable for the art of life, and because the art of life has been such a 
success in the history of nature” (p. 31). Feelings provide the awareness that 
can permit regulation of emotional reactions.  
 
The somatic marker hypothesis (Damasio, 1994; Tranel, Bechara, & 
Damasio, 2000) proposes that feelings can be regarded as part of our 
perceptual and rational systems, and that pleasant or unpleasant bodily 
feelings “mark” the images of possible outcomes of contemplated options. 
Learning has connected these feelings to predicted future outcomes of 
possible actions, thus, somatic markers are “biasing” devices that 
automatically eliminate some options in order to facilitate decision-making. 
Positive somatic markers, triggered by images of a possible good future, 
enable one to endure unpleasantness and choose long-term outcomes.  
 
Feelings associated with the emotions, then, permit awareness of one’s 
motivation states, and extend their reach, allowing new and customized 
forms of adaptive response as well as a flexibility of response based on 
one’s individual history of interactions with the environment (Damasio, 
2000). According to Lonergan (1972), it is better to know one’s feelings 
than to avoid them, for this makes it possible to know oneself and uncover 
the irresponsibility that gave rise to the feeling one doesn’t want. 
Apprehensions of value, necessary for judgments of value, are given in 
feelings. As Strasser (1977) puts it, while elective decisions about values are 
not a matter only of feelings, feeling is integral to practical reason which is 
more significant than technical reason in the liberation of the human from 
imprisonment in the environment.  
 
The distinction between emotions and feelings is important to avoid 
confusion about the concept of polarity that will be introduced below in 
discussing motivation. Solomon (Solomon, 2003; Solomon & Stone, 2002) 
has argued against the polarity theory of emotions; emotion experiences are 
just too complex and multidimensional to assign a positive or negative 
valence. What is essential to emotions is that they involve appraisals or 
evaluations of the world, and analysis of emotional experiences reveals a 
complexity and multidimensionality of appraisals. In reviewing literature on 
“the experience of emotion,” Barrett, Mesquita, Ochsner and Gross (2007) 
differentiate two levels of “phenomenological contents of emotion 
experience,” core affect and complex mental representations. Core affect is 
the universal human capacity to experience pleasure and displeasure, the felt 
tendency to approach or avoid something, a valanced content that 
constitutes an “intrinsic content in mental representations of emotion” (p. 
378). Complex mental representations refer to feelings, appraisals and 
meanings associated with relations and situations.  
 
While feelings may not be intelligent or rational, feelings provide awareness 
that is essential to intelligent, rational and responsible action. Theory 
developed in Chapter 3 will explain this more fully. 
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2.7.2. Feelings and the motivation system  
 
Motivation can generally be conceptualised (Damasio, 2000; Gilbert & 
Gilbert, 2003) as a duality of approach and avoidance, approach being 
associated with behaviours to seek or achieve what is pleasurable or 
satisfying (control over rewards) and avoidance being associated with 
behaviours to overcome or escape what is painful or uncomfortable (control 
over negative events).  According to Damasio (2000), we are biologically 
programmed to approach or avoid, and the feelings of pain and pleasure are 
integral to this motivational duality. The feelings of pleasure and pain, parts 
of “two different genealogies of life regulation,” while not being emotions, 
are associated with two classes of emotions (Damasio, 2000, p. 77).   
 
Though emotions are associated with the motivation system, this study does 
not conceptualise emotional experiences and feelings dualistically. As 
Solomon (2003; Solomon & Stone, 2002) has shown, emotions are just too 
complex to assign as positive or negative, or to identify clearly with either 
approach or avoidance motivation. In addition, desire, which is not an 
emotion, is felt and part of the motivation system. However, two classes of 
feelings, generally regarded as positive or negative, are more easily 
associated with the approach or avoidance behaviours to regulate life’s 
homeostasis and promote survival (Critchley, 2003). I could suggest that 
motivation involves wanting to avoid painful or unpleasant feelings and 
wanting to have more of the pleasant feeling states. However, responsibility, 
as Maturana (Maturana & Bunnell, 1998) proposed, involves discernment of 
the implications of what one wants: one needs to consider if one wants the 
consequences of choosing what one currently wants. As discussed below, 
the Behavioral Barometer lists words representing both classes of feelings 
associated with the dual structure of motivation, feeling states one wants not 
to have and feeling states one wants to have.  
 
In this study, polarity characterises motivation, not emotions. Within 
emotion experiences that tend to motivate may be, not a duality, but a 
dynamic polarity of feelings. Ancient thinkers provide a model more 
adequate to human experiences than dualism. The Pre-Socratic philosopher 
Empedocles (c. 450 BCE) conceived the world as cyclic process in which 
nature was differentiated by the elemental qualities of earth, air, fire, and 
water, all of this moved by the tension of a unifying principle of love and 
the disuniting principle of hate or strife (Freeman, 1970). Similarly early 
Chinese thinkers conceived  nature in terms of two polar opposite energetic 
principles, Yin and Yang, and five elemental qualities, fire, earth, metal, 
water and wood (Porkert, 1974). These ancient thinkers differentiated nature 
qualitatively, using a dynamic system of polar opposites and elemental 
symbols. In doing such they anticipated the functions of the concept of 
homeostasis, or better, “homeodynamic” regulation of life systems. In this 
study, motivation is conceptualised as a system of polar opposites, approach 
and avoidance, and elemental qualities, the feelings of the emotion 
experiences (Figure 2).   
 38
This model allows for 
the dynamic tension 
within experiences 
when one is responsible 
and free, as explained 
above, considering 
one’s different feelings. 
One may cultivate a 
feeling of courage and 
not approach what is 
desired but, rather, 
what is feared. 
Polar opposites of felt tendencies to approach or avoid 
 
Pleasure or      Pain 
Satisfaction or      Dissatisfaction 
Comfort or      Discomfort 
Control over rewards or      Control over negative 
or      Fear Desire 
Positive affect 
 
or      Negative affect 
 
Polar opposites are associated with two classes of 
feelings that qualify tendencies to approach or avoid 
 
Figure 2:  Polarity of the motivational system 
 
Pain, “one of the main determinants of the course of biological and cultural 
evolution” (Damasio, 2000, p. 77-8), is a mechanism to aid recovery from 
injury to tissue and protect against further injury, and has become aligned 
with punishment to control behaviour. The pain of injury may trigger 
emotional pain so that suffering is increased (Damasio, 2000, p. 75), while 
physical and social pain seem to be closely linked (Eisenberger & 
Lieberman, 2004). Pleasure, on the other hand, is related to the anticipation 
of ways not to have a problem, by attitudes and behaviours “that are 
conducive to the maintenance of homeostasis,” by which nature “seduces us 
into good behaviour” (Damasio, 2000, p. 78. Pleasure “is all about 
forethought,” which suggests that immediate gratification may not serve our 
long-term best interests or pleasure.  
 
According to Damasio, the drama of the human condition lies in the fact 
that a price we pay for the advantages of consciousness is to know the risks 
of pain, as well as to experience the pain of knowing the lack or 
unattainability of pleasure (2000, p. 316). However it also includes the 
abilities to understand and to consider the implications of what one fears 
and what one wants in the light of considerations of what would be in one’s 
best interest. For Maturana (Maturana & Bunnell, 1998), responsibility and 
freedom involve the ability to consider the further implications of what one 
wants now, which may give satisfaction in the present but bring 
consequences harmful or painful to the individual.  
 
Fear of pain and avoidance of pain seem to be key factors providing a 
common thread in investigations into stress, trauma, emotions and 
motivation, and, in this research, particular interest is taken in painful 
feelings associated with emotions. Avoiding awareness of feelings one 
doesn’t want, and of those one does want, would adversely affect one’s 
intelligence and rationality. Such an emphasis on the centrality of feelings to 
emotions and motivation, and their importance in the decision-making 
process, suggests that a discernment of feeling states may assist an 
individual make more life-enhancing decisions. It suggests also that fear of 
feeling could be determinative of many responses to situations or events, 
and that “emotional stress overwhelm,” or “stressful emotional experiences” 
could be attributable to fear and avoidance of painful or uncomfortable 
feelings associated with emotions and motivation.  
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2.7.3. The Meanings of Fear  
 
It is well-recognised that the survival system involves the arousal of fear of 
pain to alert the animal to danger. Fear has a fundamental place in the 
emotional system and the fear system has priority in the human motivational 
system when there is perception of danger (Armony & LeDoux, 2000). 
According to Bohm (1985), meaning organises and may arouse and liberate 
energy, however, in the presence of pain, thought is programmed to bring in 
thoughts of the future or past to escape to where there may be less pain, but 
they are usually illusory.   
 
Fear is a normal reaction to perceived danger and occurs often in daily life, 
and, according to Armony and LeDoux (2000), fear conditioning is a very 
efficient form of learning that may be acquired through a single instance and 
be difficult to extinguish, for “through fear conditioning, novel 
environmental stimuli can gain access to neural circuits that control 
hardwired, evolutionarily acquired, defense responses” (p. 1068). The 
amygdala is a key structure in the neural system involved in learning about 
stimuli that signal threat, receiving and integrating information about 
context and internal states and controlling the various conditioned response 
networks in the brain stem. It is recognised that physical pain which is 
tolerable may become excruciatingly intolerable when complicated by 
emotional reaction (Damasio 1994, p. 266) and it would be the feelings of 
the emotions in these reactions that complicate the pain.  
 
Feelings of the emotions can be painful or uncomfortable, and a conditioned 
fear response may be to avoid them, interfering with the emotions’ natural 
regulatory and life-enhancing functions thereby contributing to distress. The 
freezing or numbing response, while allowing one not to experience 
situations of overwhelming stress, also keeps one from learning (Van der 
Kolk, 1996), thus avoiding feelings, particularly feelings of shame, can 
leave one vulnerable (van der Kolk & McFarlane, 1996). A lack of 
awareness of one’s emotions, through avoiding feelings, can contribute to 
conflicting emotional behaviours, or make it difficult for an individual to 
choose behaviour that supports long-term better interests over immediate 
instinctual, survival-oriented behaviour. Thus it is reasonable to suggest that 
“emotional stress” may not be due to emotions themselves, but to a failure 
to regulate the emotions, attributable to avoidance of their feelings. 
 
While “our reasoning strategies are defective” (Damasio, 1994, p.191) and, 
even when best tuned, unable to cope with the “uncertainty and complexity 
of personal and social problems,” emotions can be viewed as an 
“embodiment of the logic of survival” (Damasio, 2000, p. 42). Thus, as 
complex as the relationship of emotions to cognition is, it could be reasoned 
that cognitive processes would have to have been selected in the 
evolutionary process as regulators of adaptive response. Feelings are a 
“powerful influence on reason” (Damasio, 1994, p. 245) and both utilise 
intermeshed brain systems. They can provide a necessary irrationality, 
freeing the individual from being dominated by the adaptive cognitive 
processes discussed above (Gilbert, 1998a, 1998b). Avoiding awareness of 
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feelings, then, limits one’s awareness of one’s inner states and of the world, 
which means that one’s thinking and decision-making are distorted. It 
means also that the energy of associated emotions is not available to support 
decisions and actions, which amounts to a deficit of motivation.  
 
In summary, fear of pain is an evolved survival system, and part of the 
human emotional and motivational systems. Fear may distort cognitive 
processes, and the avoidance of feared painful or uncomfortable feelings 
may confuse one’s emotions and deprive one of the energy of emotion to 
avoid what is harmful and to approach what is best. 
2.7.4. Feelings are Somatic Data and Meaningful   
 
Recognition of the effects of stress and trauma on the physical body has led 
theorists and therapists to emphasise the importance of assisting individuals 
deal with somatic memory (Rothschild, 2000; van der Kolk, 1994). It also 
suggests a need to investigate the nature of the body’s knowing. Some 
thinkers, such as Lonergan (1957, 1972) and Gendlin (1992), propose that 
the negative effects of Cartesian dualism are overcome by recognising that 
our primordial relationship with the world is pre-conceptual and pre-
perceptual, and that it is the assumption of the primacy of perception that 
has generated those negative effects and an insoluble body-mind problem. 
For Biondi and Picardi (1999) stress research requires the ending of a 
Cartesian dualism of mind and body, and, according to Damasio (1994), 
neuroscience requires such a rejection. For Damasio (2003), current 
neuroscience resonates better with Spinoza’s philosophy.   
 
According to Gendlin (1992), our bodies are not primarily “five peepholes 
of perception.” Our bodies are our sentient interaction with the environment, 
continually exceeding language and history. Through this body sense we 
know where we are and what we are doing, situations are weighed, and we 
are urged and determined to moves we don’t have time to consider. Our 
bodies are ongoing interactions with the environment, their life processes 
are “environmental information” and already imply their next steps in new 
situations. Living bodies organize their own next moments of life-process, 
and there is more knowing from the body than what is imposed on it “from 
the top down” (Gendlin & Shweder, 1997). Feelings, according to Damasio 
(1994) are “just as cognitive as any other perceptual image,” and “offer us 
the cognition of our visceral and musculoskeletal state” (p. 159). Whether 
or not feelings themselves are “cognitive” may be disputed, yet they allow 
awareness of biological changes.   
 
Bohm (1985) suggests a change of language to reflect the current 
recognition that the body interprets and knows itself and its environment. 
Instead of the term “psycho-somatic” which implies two separate entities, 
the term “soma-significance,” implying a unity of the physical and the 
meaning dimensions of human being, could be adopted. “Soma” and 
“significance” are polarities of the one flow of reality or energy, and “any 
change of meaning is a change of soma, and any change of soma is a change 
of meaning” (p. 76). The normal signa-somatic response to the meaning of 
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danger includes increased heart rate, which indicates danger. Signa-somatic 
disorder is suggested when a troubled heart, already beating faster, fills the 
person with more of the meaning of danger, causing a still faster heartbeat 
producing a “runaway loop”(p. 78). Soma-significant or signa-somatic 
processes extend into the environment and what we intend or mean is 
mostly implicit (p. 80), and consciousness is simply the “mental side” (p. 
87), the awareness of meaning. 
 
For philosopher Levinas (1969, 1981), prior to the self that perceives and 
represents things and the world, subjectivity is sensibility, and is 
signification or expression. Sensibility is signification, just as soma is 
signification for Bohm (1985). Sensibility does not consist of acts of 
perception, to be thought of like catching sight of things, but is more like 
savouring a nourishing medium. Sensibility means sensation and sensitivity, 
sensuous affection, being affected by the other, openness and vulnerability 
to the other. Sensation, contact, immediacy, is the fundamental enjoyment 
of the world. Sensuousness, the sensuous flow, articulates and projects 
outside to another, so that sensibility is expressive, signifies.   
 
A formal statement of the “after-postmodernism” conference (Gendlin & 
Shweder, 1997) is that “human bodies ‘know’ by inhabiting their 
interactional situations and the universe.” The body’s sensory interaction 
with its environment and its memories of interactions, the feelings and 
associated images it creates and the subject’s interpretations of these, are all 
essential elements of experience by which an individual knows self and its 
world. An adequate theory of knowing must begin by affirming that 
adequate understanding may not a priori exclude anything of experience. 
Feared elements, such as feelings, are parts of experience and are to be 
explored in order to understand their meaning. Soma signifies, sensibility or 
sensuous contact articulates and expresses meaning. Body and subject are 
one, experiencing, interpreting and knowing, a position integral to the 
theory of knowing developed in Chapter 3.  
2.8. Body-Subject Response, Knowing and an Innovative 
Intervention 
 
The above discussion of stress and trauma, of emotional experiences and 
feelings, of meaning and interpretation, highlights the body’s meaning in a 
subject’s knowing the inner and outer environments. According to Gilbert 
(1998b), new tools, apart from reliance on logic, are needed to turn off 
defensive forms of processing and go beyond the limitations of the adaptive 
mind. The intervention approach to emotional stress overwhelm, offered to 
university students in this study, may be conceptualised as a way to enter 
and explore the soma-significance “loop,” and could be conceptualised as 
intervening with “runaway” loops. It utilises skills developed within the 
field of specialised kinesiology, particularly a way by which soma can 
signify stress response, as well as skills from psychotherapy to enhance 
awareness and further elaborate meaning.  
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Key elements of this intervention have been adopted from the One Brain 
system, an independent training program developed by Stokes and 
Whiteside (1984, 1996a) now practised in over thirty countries. Dawson’s 
(1999) study focused on the One Brain system’s health benefits, with 
eighty-one new clients receiving an average of four sessions on their 
presenting issue. Results showed a significant reduction of stress (37%, 
p<0.0005) measured by the Perceived Stress Scale -14 (Johnston, Wright, & 
Weinman, 1995), bringing their stress down on average to the population 
mean. Clients also reported a significant reduction of their stress on their 
presenting issue (65%, p<0.0005) and, in relation to specific symptoms, 
reported a significant reduction in their pain (72%, p<0.0005).  
 
The focus of the current study is on One Brain’s key technique, the 
Behavioral Barometer (BB) (see Appendix A), which was used as a tool to 
evoke “stories of stress.” As students discussed their experiences of 
emotional stress, the BB was used to identify feeling words which allowed 
them to think differently about their issues. Consultants’ notes recording 
their thoughts provided data for analysis in this research. Key components 
of the intervention will now  be discussed and justified from a theoretical 
point of view, while procedural aspects will be discussed in Chapter 3.  
2.8.1. Key Components of the Intervention  
 
The intervention that has evoked “Stories of Stress” in the current research 
uses techniques of the One Brain System designed by Stokes and Whiteside 
(1984). Their system integrates techniques from specialised kinesiology, 
psychotherapy, psychodrama, and other fields, in addition to some they have 
developed, to assist in resolving the effects of stress overwhelm on learning.  
 
Believing that emotional reaction plays a large part in stress overwhelm, 
Stokes and Whiteside (1986) expanded their original system to deal directly 
with it, and developed the Behavioral Barometer. This tool was proposed to 
assist individuals to explore and clarify emotional experiences, and to help 
identify feelings, beliefs and behaviours. Stokes and Whiteside (1996a) also 
incorporated muscle testing, which is the defining method for specialised 
kinesiology, and used in a broad field of approaches to health care, well-
being and education, in order to indicate factors involved in stress 
overwhelm. They have also incorporated into their approach a Time-Line 
exploration of emotional experiences, which they have called “Age 
Recession” and “Age Progression” (1996a). Age recession is a way of 
exploring one’s remembered past experiences, in order to release somatic 
memories that are parts of emotional reaction patterns, and to better 
understand and resolve those patterns. Age progression is a way of 
exploring the kind of future one anticipates or projects after some resolution 
of issues has been achieved.  
 
Training in this approach involves a series of interactive workshops, mostly 
of four days each, in which students develop the skills necessary for 
consultants and instructors. First-level consultants have had more than 250 
hours of supervised interactive training. A cadre of international trainers 
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supervises consultants and instructors in over thirty countries world-wide. 
Consultants for the intervention in this study had attained the highest 
qualification in this method.  
2.8.2. The Behavioral Barometer 
 
Not only are there many theories of emotions, but there have been many 
classifications of emotions with little agreement as to what are emotions and 
how they are to be identified. Scheff (2005) has proposed that further 
research in emotions needs, first of all, research aimed at developing a 
taxonomy of emotion names “clearly defined as concepts,” since vernacular 
words commonly used in research are ambiguous in meaning. Different 
words name what may seem to be the same emotion, often connoting 
different meanings, and many emotions “run amok” in studies. Results are 
ambiguous in surveys of the “occurrence of specific emotions in 
populations” when subjects don’t recognise different words for an emotion. 
For example (Scheff, 2005), students often used “pissed off” without 
connecting it with “anger” and might reply that they don’t have “anger 
events.” Thus, according to Scheff “in studies in English in which emotions 
go undefined, there are likely to be different understandings by researchers, 
the subject and readers” (Section 1, parag. 14).  
 
According to Scheff (2005), even leading experts in the field of emotion 
research disagree on “almost everything about classifying emotions.” There 
may be as few as two and, at most eleven, and not a single emotion word 
showed on all the lists. Not only do different experts disagree in the English 
language, but different languages disagree. Research has not enough linked 
emotion concepts and classifications of emotions to particulars, nor 
sufficiently explored the “meaning that subjects attribute to the emotion 
names” (Section 3, para. 2). Ways need to be found to relate concepts to the 
particulars of actual experience, and Lazarus (1997) has suggested that a 
classification of emotions could be developed by close study of narratives, 
but provided only one example. 
 
A review at the beginning of this chapter has reported calls for more study 
of the “intra-psychic” or subjective factors of stress, motivation and emotion, 
such as feelings and beliefs (Hess & Copeland, 201). Such calls, and 
insights from different scientific and professional fields, have led to a “focus 
on feelings” in this study. Scheff (2005) has highlighted a fundamental 
problem, which seems to involve awareness of the meanings of, and the 
naming of, feelings. Anger may be the emotion, readily identifiable to any 
observer in terms of biological and behavioural changes, but it was “pissed 
off” that the students acknowledged feeling. Perhaps there are different 
feeling qualities which are subjective states as components of the emotion 
state generally recognised as anger.  
 
A tool exclusive to the intervention offered to university students, is an 
extensive classification of feeling states, called the Behavioral Barometer 
(Stokes & Whiteside, 1996a)(see Appendix A). This list has not yet been 
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used in scientific research, however its selection for this study is justified by 
the following reasons:  
 
(a) it is a classification of feeling states, that reflects the dual 
structure of the human motivation system, listing feelings associated with 
positive states (approach and reward) and feelings associated with negative 
states (avoidance and pain);  
 
(b) it achieves a balance of positive and negative feeling states, thus 
may help bring some clarity to the meaning of “positive emotions;” 
   
(c) it assumes that feelings are primary factors in emotional stress 
and the motivation of behaviour, an assumption that will be supported well 
by literature cited in Chapter 2; 
 
(d) it has been used for over twenty years, now in over thirty 
countries, by thousands of consultants qualified in its use in various 
professional practices, to identify emotional patterns associated with 
individual personal issues, and to assist clients resolve emotional stress;  
 
(e) translations are available in several languages, and its developers 
have created a directory in which all of its feeling words are defined, 
making it useful for assisting people to explore their stories more fully; this 
could also provide researchers’ initial definitions of meanings of feelings;   
 
(f) consultants, trained and experienced in its use, are readily 
available to help acquire further research data. Such widespread and long-
term use suggests that it may be of benefit in studying feelings and other 
subjective components of emotional stress.  
2.8.3. A stress response indicator  
 
Stress overwhelm is understood as the deregulation of life, manifesting as a 
deregulation of the homeostasis (or homeodynamics) of the body’s systems, 
which may be caused by shocks to the system and maintained by beliefs or 
failures to integrate elements of experience. Research has identified many 
indicators of stress overwhelm, and defined parameters of allostatic load, for 
example, Seeman et al. (1997) cited above. Muscle testing is the defining 
technique for the field of specialised kinesiology, whose practitioners use it 
as an indicator of the body’s responses and energetic imbalances, and to 
indicate techniques that may be used to assist in restoring balance. 
 
According to LeDoux (1996), neuroimaging techniques show that the 
brain’s amygdala, the “hub in the wheel of fear” (p. 168), continues to 
activate when one is exposed to cues associated with trauma, even when 
conscious distress has been alleviated. The amygdala is “in essence, 
involved in the appraisal of emotional meaning”(p. 169), and controls 
different conditioned fear responses, activating the body’s self-protection. 
Perhaps these body-responses could be used to identify the cues that activate 
trauma response, such as images and thoughts. 
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In this study the term “stress response indicator” is used instead of “muscle 
testing” for two reasons: (1) this chapter has reviewed the nature of stress 
and trauma and explained the body’s involvement in stress response, and 
has argued that the body knows its inner and external environments as it 
responds to changes that challenge its homeo-dynamic balance; (2) muscle 
testing is widely used in many health fields as an indicator of some effects 
of stressful thoughts or images on the body’s balance and coordination. 
2.8.3.1. Specialised Kinesiology and muscle testing 
 
Kinesiology is the study of muscles and their movement, and the manual 
testing of muscles has long been used in athletics and the physical therapies. 
Kendall and Kendall (1949) provided an analysis of the exact motion of 
muscles and their function in moving joints. Their work demonstrated how 
contraction of a specific muscle moves a limb or the whole body in a 
specific direction and opposing pressure on the limb or body by another 
could assess the muscle’s function. This study focuses on the actual testing 
of the strength and range of muscles, including the use of mechanical 
equipment, and almost all of the research literature on muscle testing 
belongs here. This is the study of kinesiology of interest to physiotherapists 
and dancers. Specialised (or applied) kinesiology has a different purpose. 
 
Specialised kinesiology (Goodheart, 1967; Krebs & Brown, 1998; Walther, 
1976), as practiced in medical as well as in complementary and alternative 
health care, utilises the testing of specific muscles as indicators for 
identifying the effects of stress on the physical body. Techniques have been 
developed to assist the body to recover from these effects, typically utilising 
skin reflex points associated with Traditional Chinese Medicine.  
 
Goodheart (1967) discovered that each individual muscle is associated with 
particular internal body structures, and energetic systems, and that loss of 
muscle strength may be due, not to weakness of the muscle itself, but to 
imbalance of systems. A muscle that lost strength in relation to a stimulus 
was called an “indicator muscle,” and indicator muscles could be 
strengthened by touching skin receptors associated with Traditional Chinese 
Medicine, or by foods or environmental stimuli, indicating that energetic 
systems had been rebalanced or strengthened.   
 
The use of indicator muscle response for diagnosis and to guide treatment 
became the defining factor of specialized kinesiology (Walther, 1976) and 
quickly became a tool for research in some aspects of human living. 
Specialised kinesiologists, for example psychiatrist Diamond (1979; 1985), 
have investigated the effects of thoughts, music, emotions, and other 
experiential factors on the physical body. He found that specific emotions 
can weaken or strengthen muscles and affect body systems, suggesting that 
they diminish or enhance an individual’s “life energy.”  He also showed that 
environmental factors, such as music or other people, had similar effects on 
individuals. Specialised kinesiology is used in professional practice by 
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physicians, psychologists, chiropractors, dentists, complementary health 
consultants and educators and by individuals to promote healthier living.  
2.8.3.2. Research on muscle monitoring in Specialised Kinesiology 
 
In specialised kinesiology, manual testing of a muscle is used as an indicator 
of the body’s responses to stimulus, not for the purpose of assessing the 
muscle’s strength (Krebs & Brown, 1998; Rolfes, 1997). Monti, Sinott and 
Marchese (1999) utilised a computerized dynamometer to measure muscle 
strength and endurance during the repetition of congruent (true) and 
incongruent (untrue) self-referential statements, and found that the two 
classes of statements produced significantly different responses. This 
suggested that weakening of a muscle could indicate stress response to 
stating a falsehood. Specialized kinesiologists now recommend light manual 
testing of a muscle for stability or “integrity” rather than for strength (Gallo, 
2004). Though this use of indicator muscle response is widely practised and 
reported on by health practitioners and educators, there have been few 
experimental studies.  
 
Rolfes' (1997) research into indicator muscle change combined two 
quantitative studies, one using a physical stimulus and the second using an 
emotional stimulus. The first involved the use of a magnet to stimulate a 
skin point believed to be associated with the particular test muscle, and 
found significant effects under experimental conditions. Rolfes' second 
study, investigating indicator muscle change in relation to negative 
emotional attitudes, confirmed a correlation, but the correlation was not 
significant. She reasoned that the research design could not cater for the 
complexity of the relationship of muscle response to emotionally loaded 
imagery. Her qualitative research revealed that all participants experienced 
an enhanced “perception of reality,” “gained knowledge about their body 
responses that normally escaped their attention,” and so were able to “take 
more responsibility” for their health (p. 194). 
 
Hawkins’ (1995a, 1995b) research utilised “kinesiologic response,” that is, 
indicator muscle response, as a measurement device to explore the 
connection between what Bohm (1985) calls the “implicate order,” 
identified with consciousness, and the “explicate order” of the physical 
universe. His study investigated whether muscle testing could consistently 
show qualitative differences in human attitudes and emotions, and whether 
these could be comparatively quantified. Hawkins proposed that his was an 
empirical study of consciousness, with a focus on the “demonstration of the 
unique interaction between consciousness and the physical body via the 
brain” (1995a, p. 44).  He concluded that indicator muscle responses are 
“correlated with and reflect differing levels of consciousness, and these 
were found to be subject to numeric calibration” (p.148).    
 
While Hawkins (1995a) found that muscle testing was initially unreliable 
for a small percentage of his subjects, he found that use of Diamond’s (1985) 
correction technique of tapping over the thymus gland before proceeding 
established reliability. Specialised kinesiology has standard procedures for 
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assessing the reliability of an indicator muscle and for correction in the case 
of unreliability, as well as precautions against practitioner influence on a 
client’s responses (Feinstein, 2004; Stokes & Whiteside, 1996b). 
 
Reviews of the development of the field of specialised kinesiology may be 
found in Hawkins (1995a), Krebs and Brown (1998), Rolfes (1997) and 
Gallo (2004). 
2.8.3.3. Energy psychology and muscle testing 
 
The use of manual muscle testing and other techniques from specialised 
kinesiology have contributed to the formation of the field of energy 
psychology (Association for Comprehensive Energy Psychology, n.d) which 
has developed many different approaches (Callahan, 2001; Feinstein, 2004; 
Gallo, 2002, 2004). Practitioners associating themselves with this field, for 
example Callahan (2001), G. Craig (2004) and Swack (2001) propose that 
combined use of simple techniques from psychotherapy with the tapping of 
“acupuncture” points, the skin reflex points of Traditional Chinese Medicine, 
quickly and easily resolve addictions, phobias and traumas. Swack 
hypothesises that this approach promotes the relaxation response in order to 
reduce stress and improve health. According to G. Craig (n.d), “telling the 
story” of events while tapping specific points permits thoughts and emotions 
to surface and be processed safely. 
 
Effective muscle testing is a skill that takes considerable practice to develop, 
and some practitioners of energy psychology do not accept its reliability. 
Gallo (2004, Section 6) has reviewed its development and refinement, its 
“uses and abuses,” and taken a cautious stand that could be called a 
“minimalist” use in energy psychology, as a bio-feedback approach, a 
“consciousness-raising therapeutic ritual,” that enhances intuitive abilities 
and improves self-observation. In this use, consultant and client become 
more “attuned” to “precipitating events” and become aware of perceptions, 
conclusions and decisions made, which were appropriate at the time. Life is 
different now from the time of precipitating events and, with a tapping of 
points, attachments to interpretations of early experiences can be released. 
This study has taken such a minimalist stance in that muscle testing is used 
as an indicator of the body’s stress response. 
2.8.3.4. One Brain and muscle testing  
 
According to Stokes and Whiteside (1996b) a change of indicator muscle 
when thinking or hearing something indicates that sufficient emotional 
stress is being experienced to cause overwhelm or “brain/body 
disorientation.” Practitioners of their One Brain method are advised to 
educate their clients in, an attitude of “attunement, “interest,” and 
“assurance,” while they are using indicator muscle response (Stokes & 
Whiteside, 1996a). This kind of muscle testing is regarded as “brain 
testing,” that is, as an indicator of stress causing disruption of neurological 
coordination (Stokes and Whiteside, 1996a, p. 11). The thoughts, images, 
words, behaviours, and postures that cause an “indicator response” are 
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understood to trigger sufficient negative stress to upset the individual, 
whether mentally, emotionally or physically. The safe, formalized, caring 
human contact of muscle testing allows the client to stay present, rather than 
be overwhelmed, while recognizing and identifying the stressor.  
 
In the use of muscle testing as a Stress Response Indicator (SRI), muscle 
responses assist one to identify both the effects of stress on the physical 
body and subjective triggers of stress response, and may indicate ways to 
resolve these effects. The SRI allows a consultant and client to enter what 
Bohm called the “soma-significance loop,” permitting the evocation of 
unique kinds of data in “stories of stress” for this research.  
 
Stokes and Whiteside (1984, 1996a) recommend gentle, light, and slow 
testing of a chosen indicator muscle, bilaterally and in its contracted and 
extended state, as giving the most accurate indicator of the body’s responses 
to stress. Procedures adopted for this study for using muscle testing as a 
reliable stress response indicator will be explained and illustrated in Chapter 
3. 
2.8.4. Age recession and age progression 
 
The theory of self-fulfilling prophecies (Watzlawick, 1984, 1987) proposes 
that a person’s projection of the future determines the present thoughts and 
choices, and that this projection has been affected by interpretations of one’s 
past experiences. Current emotional reactions have a narrative history that 
can extend back to childhood (Damasio, 2000; Nussbaum, 2001), and 
various time-line approaches have been developed to explore experiences of 
one’s past, and how interpretations of past experiences continue to affect 
one’s life.  
 
Meichenbaum (1994) has recommended putting trauma events in a time-line 
of positive and negative experiences, including the use of “future time line,” 
with a caution that this is not for the purpose of “recovering” memories, but 
for working with the meanings an individual has constructed for events. 
Research indicates that remembering involves reconstructive elements and 
is “strongly influenced by current beliefs and moods” (Meichenbaum 1994, 
p. 262). People live through stories that give coherence and meaning to 
events, and, according to Meichenbaum (1994), the use of constructive 
narrative method in a time-line allows the exploration of those meanings.  
 
Stokes & Whiteside (1984, 1996a) have maintained that a correction of an 
emotional stressor, made “only in present time,” will not last beyond the 
next major stressor unless a process they call “age recession” and “age 
progression” is utilised. Age recession can be understood as exploring the 
history of one’s current emotional reactions, and age progression as a way 
of exploring one’s current anticipation of a future. The process allows 
individuals to access the somatic memories of childhood trauma, that 
maintain and activate energetic imbalances of body and mind, as well as 
instinctive responses to pain that have been fused to memories and are 
activated in similar current reactions. It also allows them to recognise how 
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their interpretations of painful events, and the need to avoid pain, incline 
them to current patterns of emotional reactions which are likely to continue. 
  
Stokes and Whiteside (2000) have proposed that, associated with avoided 
feelings, are beliefs and expectations that one cannot be, or approach, or is 
not likely to have, what one wants, and thus is left with the prospect of what 
one doesn’t want. With such expectations, when in stress overwhelm, one 
automatically reacts to avoid the pain associated with what is not wanted. 
Associated with those expectations are beliefs about oneself and one’s 
world. Avoidance of feelings limits awareness and thought processes 
needed to recognise those beliefs and the implications of one’s behaviour, 
and to discern new responses.  
 
Stokes and Whiteside have insisted on using the term “age recession” as 
distinct from “age regression” to emphasize that it is not a process of 
recovering memories but of tracing beliefs and expectations implicit in 
narratives back to their childhood roots. In the process of age recession, 
individuals are guided by use of the body’s Stress Response Indicator to 
times in their lives that may assist with the release of somatic effects and 
with the clarification of meaning by use of the Behavioral Barometer. They 
are also guided by the body’s Stress Response Indicator to explore the 
future implications of changes they anticipate making in ways they think, in 
narratives or to their behaviours.  
2.8.5. Stress regulator function of narrative  
 
The instinct to care for others (Taylor, 2002) has been identified above as an 
important stress response regulator and has resulted in another important 
stress regulator, narrative. As groups of early hominids became too large for 
social cohesion to be maintained by mutual grooming, culture and various 
forms of nonverbal communication, including facial expression developed 
(Massey, 2002). With homo sapiens, language emerged to enhance social 
intelligence and facilitate interpersonal relationships, and permitted humans 
to create models of the world from discrete events by coherent narratives 
(Massey, 2002). The brain is an interpreter on many levels in the generation 
of experience, from the sensory interpretive centres up (see, for example, 
Guyton, 2000), and narratives as interpretations of experiences have been 
recognised as life regulators and stress regulators.  
 
According to Lonergan (1972) one’s personal models of self and world can 
be found in narratives where they are preserved, revealed and celebrated, 
and where we can come to understand what is happening in the lives of 
people. Psychological time is not a succession of instants, nor is the present 
an instant but, rather, a “time-span”(p. 177), even a rapid or slow 
overlapping of time-spans, where experiences are synthesised like notes and 
chords into a melody. Memories permit the psychological present to reach 
into the past, while anticipations, which are “not merely of the prospective 
objects of our fears and our desires but also the shrewd estimate of the man 
of experience or the rigorously calculated forecast of applied science,” (p. 
177) permit it to extend into the future. 
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Tulving (1972) has proposed the hypothetical system of episodic memory to 
explain what he calls an “evolutionary frill” unique to humans, the ability to 
remember or to re-experience past events consciously. The components of 
this now well accepted (Tulving, 2002) memory system are, (i) a sense of 
subjective time that makes possible mental time travel; (ii) autonoetic 
awareness, that is, conscious awareness of our experience; (iii) a sense of 
the self existing, not just in the present, but in subjective time.  
 
As Damasio (1994) has said, feeling one’s emotional states offers an 
individual “flexibility of response based on the particular history of your 
interactions with the environment” (p.133). Since emotional reactions have 
a narrative history (Damasio, 2000; Nussbaum, 2001) exploring feelings in 
one’s history of interactions with the environment will help one understand 
and resolve emotional reaction patterns that contribute to stress overwhelm. 
The use of narrative as a stress and life regulator is well established in 
psychotherapy (Meichenbaum, 1997), and may be used in a time-line 
process of scanning one’s past experience (Meichenbaum, 1998).  
 
2.8.5.1. The Behavioral Barometer’s narrative style   
 
The intervention process used in this study enhances the use of narrative 
method by combining the use of (1) the Stress Response Indicator, 
indicating the body’s responses to feelings and thoughts, with (2) The 
Behavioral Barometer, a list of feeling states representing the approach and 
avoidance duality of motivation; (3) Age Recession and Age Progression to 
explore subjective time extending into a person’s past and future experience. 
The process can be 
illustrated from a case 
study of a female in her 
40s not associated with this 
research. The 
accompanying illustration 
(Figure 3) extracts key 
words from the total 
Barometer found in 
Appendix  A.    
CONSCIOUS 
ACCEPTANCE 
 
ENTHUSIASM 
WILLING ANGER 
. Adequate . Furious 
INTEREST 
 
RESENTMENT 
SUBCONSIOUS 
ENTHUSIASM HOSTILITY 
  
After allowing the client to 
talk about her issue, I 
suggested we find out what 
the Stress Response 
Indicator (SRI) and the 
Behavioral Barometer (BB) 
might say about her issue. 
They identified the words 
“adequate” and “furious,” 
under the categories 
“Willing” and “Anger.” 
According to BB theory, if furious anger is identified in regard to an issue, 
ASSURANCE 
. Daring 
FEAR OF LOSS 
. Not-heard 
EQUALITY GRIEF AND GUILT 
  
BODY 
ATTUNEMENT INDIFFERENCE 
 
ONENESS SEPARATION 
. Safe . Unloved 
CHOICE NO CHOICE 
 
Figure 3. Illustrating the BB use 
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the person is likely to have a history of feeling also not-heard and unloved 
in regard to that and similar issues. Furious, not-heard and unloved feelings, 
and thoughts about these feelings, are likely to be key components of 
emotional experiences and reaction patterns. The BB lists feeling states 
adequate, daring and safe as desired polar opposites to the unpleasant 
feelings. The client is asked to consider the words identified and the 
associated other paired words. 
   
I suggested the client consider that she might feel anger about something. 
Her response was immediate and definite: “no, I’m not angry.” I simply 
continued, talking about the feelings safe and unloved, then daring and not-
heard that were suggested by the time-line structure of the BB. Hearing the 
word “not-heard” she spoke, forcefully: “he never listens to me.” I asked 
who this might be. “My husband.” “And when your husband doesn’t listen, 
how do you feel about that?” “Very angry.” “You mean, like ‘furious’?” 
since this is the BB suggested word. “Yes.” This pain in her relationship 
was not what she had spoken about as her issue, but clearly was what was 
troubling her most. The suggestion of the feeling furious did not come from 
my intuition or from interpretation of what she had said, but from the 
structure of the BB. Acknowledging feeling unloved and not-heard helped 
her understand her feeling furious, perhaps now it was ok to feel that way, 
and she was then able to acknowledge the anger she had denied.  
 
This story of an actual session shows how the Behavioral Barometer could 
assist someone to move from definite denial of anger and talking about what 
was not really the issue, to naming the feeling herself and then 
acknowledging what really was troubling her. Feeling not-heard and feeling 
furious are quite different feelings, however they were associated in her 
experience of her husband. The latter feeling had been denied or avoided, 
and, when the former was identified, she herself could identify and accept 
the latter. It is probable that the anger towards her husband would have been 
a forbidden feeling, but now it could be managed through meaning. 
 
It was easy for her then to recognise the pattern in the story of her 
experience. Feeling “unloved” in some experiences of childhood, she could 
grow into adolescence needing to feel “safe” with her peers and fearing the 
opposite, so expressing defensive behaviours. However, unless she is 
“daring” to be herself and saying what she wants heard, she cannot feel 
accepted and is likely to feel “not-heard.” Acting with a “daring” feeling 
could be positively thrilling, but past experiences of feeling “unloved” tend 
to heighten negative implications. In her current important relationship with 
her husband, she would feel “not-heard” if she is not “daring” to say what 
she wants heard, but, in fear, she avoids the risk. Her feeling “not-heard” 
only increases when he is not interested in listening to her talking as she 
avoids saying what matters that she really wants to say. Her trying to avoid 
her feeling “not-heard” creates a painful vicious circle. Still, it is not enough 
to understand this, and the process of time-line tracking is needed to explore 
the origins and history of this story in her experience.  
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This story exemplifies how avoiding feelings, associated with stress 
overwhelm, can perpetuate stressful situations. It suggests how beliefs and 
expectations of pain or failure, that were absorbed or developed in 
childhood, can maintain the avoidance of feelings, thus blocking awareness 
of current emotional reactions and obstructing the resolution process. 
Exploring the histories of emotional reactions, in an intervention process 
enhanced by the Stress Response Indicator and the Behavioral Barometer’s 
list of feeling states, has provided “stories of stress” for this research.  
 
Narrative itself is interpretation and can be understood as a regulator of life 
and stress, and stories of stress reveal students’ interpretations of experience 
as well as providing data for understanding experiences of emotional stress 
overwhelm. Narratives of emotional reactions are essentially historical and 
study of narratives is interpretive work, therefore interpretative method will 
be explained in Chapter 3. Chapter 3 will also contain a discussion of 
procedures for the intervention process.  
2.9. Summary of Key Insights 
 
Stress and trauma research and theory strongly support the need for body-
mind or body-subject approaches to assist in the resolution of emotional 
stress overwhelm. Such approaches must deal with somatic memories of 
shocks to the system as well as assist individuals to “tell the whole story” so 
that all elements of experiences of events are integrated into their life 
histories.  
 
The intervention that has provided “stories of stress” for this study involves 
a body-subject approach to stress intervention that uses the Behavioral 
Barometer, a stress response indicator and a time-line exploration of 
experience throughout life. This approach is suggested by the following key 
insights that have emerged in the review of literature on stress.  
 
1. It is not stress or stress response that harms health, but stress load, 
caused by the accumulation of effects in long-term unresolved stress. 
Healthy development implies the ability to move away from homeostasis to 
turn on the neurochemistry of stress response when it is needed or turn it off 
when it is not needed, rather than avoiding stress. It also implies the 
transformation of external regulation into internal regulation. Thus, a key 
task for evolutionary progress in the life of any individual is continually to 
learn to manage the stress response and to resolve stress overwhelm. This 
research focuses on subjective or internal aspects of life and stress 
regulation. 
 
2. Research into the effects of trauma, particularly in childhood, 
suggests that interventions need to assist with somatic memories of those 
experiences. Moreover, these need to target the sensations and feelings left 
as imprints of shocks to the system. Childhood trauma affects development 
of the right hemisphere and its communication, as well as inter-hemisphere 
communication, and it is likely that techniques assisting with somatic 
memories may also allow any arrested development or learning to proceed 
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naturally. This research focuses on data of experience, and may indicate 
somatic memories.  
 
3. Intervention needs to assist with memories of the experiences, for 
trauma blocks the integration of sensations, feelings and images into the life 
narrative. Feelings and episodic memory may be regarded as our highest 
forms of stress regulation, so that a focus on fear of, and avoidance of, 
feelings may be a promising starting point for understanding and resolving 
stress overwhelm.  
 
4. The placebo effect may be invoked via the relaxation response, so 
that, in times of stress, cognitive awareness of health issues may activate 
non-cognitive protective processes. The relaxation response may also allow 
the awareness of beliefs and expectations that comprise defensive cognitive 
adaptation, permitting one to begin to think differently. 
 
5. The concept of “meaning response” suggests that, in addition to 
exploring somatic memory, there is need for an exploration of meaning 
assigned to events, and a method to incorporate “less accessible meanings” 
into the narrative process. 
 
6. Avoidance of feared feelings can be determinative of many 
responses to situations or events, and “emotional stress overwhelm” can be 
attributable to fear and avoidance of painful or uncomfortable feelings 
associated with emotions and motivation. Thus “emotional stress” may be 
due not to emotions themselves, but to deregulation of the emotions through 
avoidance of their associated feelings.  
 
7. Attending to feelings is a key to awareness and to the insights that 
permit an individual to transcend defensive cognitive processing. Enhanced 
awareness allows one to make choices that liberate from behaviour patterns 
that perpetuate stress overwhelm and allow a flourishing of life.   
 
8.  The use of cognitive process may not be the best approach to dealing 
with cognitive distortion. Avoiding awareness of feelings limits one’s 
awareness of one’s inner states and of the world, which means that one’s 
thinking and decision-making are distorted. It means also that the energy of 
associated emotions is not available to support decisions and actions. It may 
be profitable to investigate the avoidances, particularly of feared feelings, 
that distort the natural learning processes and block insights.  
2.10. Research Questions 
 
This literature review has highlighted a growing concern with academic 
stress among university students and an associated disengagement from the 
requirements of academic life. Though stress is a normal and necessary 
factor of life, stress overwhelm can be harmful to health and impede 
learning, and intervention methods need to consider both its somatic and 
cognitive components. The current chapter has suggested an approach in 
which the use of a Stress Response Indicator and the Behavioral Barometer 
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can enhance narrative methods by identifying avoided aspects of experience, 
such as feelings and associated beliefs and expectations, as well as indicate 
somatic effects of stress and ways to resolve them.  
 
This project studies students’ experiences of an innovative intervention for 
managing stress overwhelm and assisting the flourishing of life. The 
intervention has evoked “stories of stress,” narratives that can be interpreted 
to understand students’ experiences of emotional stress. Narratives will be 
studied to identify emotional reaction patterns associated with their self-
identified issues and the feelings identified by the intervention process. 
They will enhance understanding of experiences of emotion. 
Research Question 1: How can the intervention approach assist students to 
understand and manage their experience of emotional stress and enhance 
engagement and performance? What kind of help does the intervention 
provide?  This study has proposed that enhanced awareness of feelings, 
beliefs and judgments through the use of the Behavioral Barometer and a 
Stress Response Indicator, combined with a release of somatic effects of 
stress, assists a person to think differently. As avoided elements of 
experiences are integrated and a person is able to “tell the whole story,” a 
reinterpretation of experience is likely, thus new judgments of value are 
made leading to new choices for the flourishing of one’s life. Chapter 4 will 
explore this process in the series of stories for individual students.  
 
Research Question 2: What can an interpretation of data, gathered by the use 
of the BB and the SRI in an individualised intervention, contribute towards 
understanding university students’ experiences of emotional stress 
overwhelm?  According to research, university students report relationships 
issues and daily life hassles as significant factors in their academic lives. 
Data collected before and during stress reduction sessions will be used for 
qualitative analysis to contribute to the understanding of students’ 
experience of stress and its effects on their academic lives.   
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CHAPTER 3: COGNITIVE THEORY AND 
METHODOLOGY 
   
This thesis has proposed that how people think about their feelings matters 
for reducing emotional stress and for the flourishing of life. Chapter 1 has 
acknowledged the necessity, as well as the difficulties, of researching 
subjective phenomena of individuals’ experiences, such as their emotions. It 
has referred to suggestions for more integration of a “view from within” 
approach with what is traditionally more acceptable, the “view from 
without” or third-person approaches. As was also stated in Chapter 1, 
correct judgment of fact depends on adequate understanding of meaning, 
therefore the nature of understanding and judgment and their 
interrelationship, as well as their relationship to experience, need to be 
explained.   
 
Chapter 2 has discussed the interpretive nature of the brain, from the 
sensory level up, as well as the functions of feelings in experience. Since the 
interpretation of narrative plays a key role in the current research, both in 
the stress reduction sessions and in the analysis of data gained from the 
sessions, this chapter will discuss the nature of thinking, the interpretive 
nature of intelligence, and the use of interpretive method. Lonergan’s (1957; 
1972) general empirical method and his analysis of cognitional operations is 
used to further an understanding of intelligence, and of interpretive methods, 
and to justify interpretive method in empirical research. It also suggests a 
way to respond to Gilbert’s (1998b) call for cognitive therapies that would 
go beyond challenging clients’ beliefs, and telling them to test the evidence 
and be logical. 
 
Part Two of this chapter will outline the methods and procedures used in the 
intervention process that has provided data for this research project.  
3.1. Epistemological issues and methodology 
 
Data for this research are “stories of stress” contained in consultants’ notes 
for an innovative intervention offered to university students to assist them to 
resolve the effects of stress overwhelm on academic performance, and 
facilitate the flourishing of their academic and personal lives. A study of 
these narratives will add to knowledge about the individual participants’ 
subjective experiences of stress, their emotions and their thinking, as well as 
about their experiences of learning to deal with stress through what happens 
in the intervention process.  
 
This research ought also to add to knowledge about students’ experiences of 
stress in general, since a considerable amount of data has been gathered in 
the individual sessions. Knowing “what happens” in these processes is a 
matter of attending to the written records of sessions and interviews, 
interpreting these texts, arriving at insights, developing theories and 
exploring their implications, and, through critical reflection, coming to some 
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concluding judgments. The purpose of this chapter is to explain what is 
meant by this “knowing what happens.” 
3.1.1. The “Objectivist” debate  
 
There has been considerable discussion between proponents of positions 
called “objectivism” and “constructivism.” Watzlawick (1987) criticized his 
profession of psychotherapy for being 30 years in arrears of 20th century 
developments of science and culture, and for wasting vast amounts of time 
and paper “in order to show that since my way of seeing reality is the right 
and true one, anybody who sees it differently is necessarily wrong” (p. 92). 
He differentiated a first-order reality from a second-order reality, and 
proposed that the problems we want to change are related to the latter, the 
“meaning, the sense, and the value that we have come to attribute to the 
objects or situations” (p. 96). Since this was written, considerable debate has 
continued between proponents of modernism’s “objectivist” theory of 
knowledge and post-modernism’s “constructivist” theory. Objectivists tend 
to regard constructivists as in danger of relativism and arbitrariness in 
holding that knowledge and meaning are constructed by mental activity. 
Constructivists regard objectivists as naïve in regarding truth and scientific 
categories as “out there” to be grasped.  
 
Another debate continues in what is for some an opposition of quantitative 
and qualitative methods of research. While some researchers continue to be 
suspicious of qualitative methods of research (McMullen, 2002), others 
propose the need to consider the issue of subjectivity positively (Drapeau, 
2002). According to Hanna and Shank (1995), the reason for opposition to 
qualitative research is that it can encounter regions that quantitative research 
avoids, lying in the realm of metaphysics, and that a combination of the 
radical empiricism of James and the phenomenology of Husserl provides a 
solid basis for confronting metaphysical issues. As Olson (1995) has 
explained, the issue is not to set quantitative and qualitative methods in 
opposition to each other but to clarify the epistemological and ontological 
assumptions in one’s methodology. Roberts (2002) suggests a 
“methodologically aware eclecticism” of both methods and has argued that 
quantitative method of data collection and analyses may be employed within 
an “interpretivist paradigm.” I regard quantitative and qualitative methods as 
equally valid, that they correspond to two different kinds of insights, one 
tending toward judgment and the other toward understanding, and that 
knowledge consists in both adequate understanding and correct judgment. 
The difference between these two kinds of insights will be explained below. 
 
Broido and Manning (2002), after discussing the constructivist theoretical 
perspective on which various critical theory approaches are based, insists on 
the importance of the ethical implications of the research and its results. 
Following Denzin and Lincoln (2000) they propose that researchers have an 
obligation to create “sacred discourse,” to celebrate the local, the sacred, the 
act of creating meaning and to promote a liberation from the constraints of 
Western European culture.  
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Many in the West still regard Traditional Chinese Medicine as unscientific 
and “metaphysical,” due, according to Porkert (1974), to a failure to 
understand that Chinese science arises from a qualitative differentiation of 
reality, whereas western science has arisen primarily on quantitative 
differentiation. Just as western science until recently has been founded on 
basic standards of measure, Chinese science for millennia has been based on 
basic standards of value, and Porkert has shown how complex and 
comprehensive Chinese science is. According to Lonergan (1971, 1972), the 
twentieth century can be viewed as a transition from the constraints of a 
classicist view of culture that is normative and objectivist, to an empirical 
view that is concerned with meaning.   
3.1.2. “After Post-modernism”  
 
There are many who regard taking either of these positions, objectivism or 
constructivism, as mistaken, and locate themselves “after post-modernism.” 
A Report of the Conference on After Post-Modernism (Gendlin & Shweder, 
1997) proposed that what postmodernism teaches is already in Heraclitus 
and Plato, and suggested that the current debate, insisting that there must be 
either some system of stated truth or no truth at all, has become “boring,” 
offering only the “poor alternatives,” represented by the debate between 
“objectivism” and “constructivism.” The report proposed that, while post-
modernism’s critique of modernity needs to be retained, that is, that there is 
not some “objective reality” out there to be seen or grasped, there is a need 
to go beyond the arbitrariness or relativism that it seems to leave. 
 
Fundamental to the position of the after post-modernist thinkers is an 
insistence that body sense and experience are prior to perception, and nearly 
all hold that bodily knowing gets past the post-modern alternatives of 
objectivism and constructivism (Gendlin & Shweder, 1997). As Gendlin 
(1962, 1992) had earlier proposed, experience and body knowing are prior 
to perception, meaning that the body acts and interacts with the environment 
by sensing itself and the environment, not by constituting the world out of 
sense perceptions. Living bodies sense the situation as well as themselves 
and organize their life-process. We act in many situations without explicitly 
formulating perceptions of those situations or of our inner states, and make 
rapid redirecting acts.  
 
Since psychotherapy is concerned with people “who grapple with and try to 
articulate intensely felt experiences” (Gendlin, 1962, p. 49), it cannot be 
satisfied with science that relies on external observations and ignores 
subjectivity, and defines feelings exclusively in terms of behaviour. 
According to Gendlin, felt experience is prior to perception in the making of 
meaning, and bodily interaction already functions in language and precedes 
interpretation, so that ways need to be found “to make scientific reference to 
experiencing possible” (p. 228). In addition, we cannot be satisfied with 
theory that would seem even to exclude the possibility of communicating 
and understanding another’s felt experience, thus Gendlin (1997) calls for a 
new empiricism that is “not naïve,” that rejects the notion of 
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representational truth, that assumes neither objectivism nor constructivism, 
and that leads us to a more intricate understanding, rather than arbitrariness.  
 
According to Damasio (1994),  “facts” of neuroscience support such a 
“new” empiricism, and his rejection of the Cartesian theory of the 
disembodied mind is also a rejection of one of its contemporary forms, the 
theory of the disembodied brain. One cannot break from “Descartes’ error” 
unless one realises that the mind is not just contained in the brain, and that 
the brain is not just contained in the body. For Damasio (1994), the 
phenomena of feelings and reason, as well as theories on the interconnection 
between body and brain, support a view that understanding the human mind 
requires “that it be related to a whole organism possessed of integrated body 
proper and brain and fully interactive with a physical and social 
environment” (p. 252).  
 
As was discussed in Chapter 2, it is not perception, but body sense, 
sensuousness or sensibility that is our fundamental relationship with the 
environment, and, in this fundamental relationship, is our basic knowing of 
our world. Our body does not constitute our world from sense perceptions, 
but originally lives and knows its environment, as well as knowing its own 
inner environment. Gendlin (1997) and Damasio (1994) have stated that the 
human sciences need a “new” empiricism, which may be found in the 
writings of Lonergan. 
 
Lonergan has been called the most significant post-modern thinker of the 
20th century (Morelli, Fall 1998), however his thinking belongs “after post-
modernism.” By insisting on the primacy of experience, Lonergan undercut 
the objectivism vs. constructivism debate, regarding both positions as based 
on the same flaw in cognitive theory, a belief in the primacy of perception. 
His insistence on the primacy of experience is integral to his key concern as 
an intellectual, which was to develop a methodology that would ground 
method in all fields of inquiry from mathematics and the physical sciences 
to metaphysics and theology (Lonergan, 1957). 
 
Lonergan (1972, p. 25) proposed that any investigator personally needs to 
answer three questions: “What am I doing when I am knowing?” “Why is 
doing that knowing?” and “What do I know when I do it?” In answering 
these questions, one advances one’s cognitional theory, one’s epistemology, 
and one’s metaphysics. Lonergan’s (1957, 1972) “generalized empirical 
method” founds a critical realism and establishes a clear definition of 
objectivity that is not objectivist. A researcher needs to know what 
objectivity, truth and knowing are.  
 
As Lonergan observed, “hermeneutics and the study of history are basic to 
all human science. Meaning enters into the very fabric of human living but 
varies from place to place and from one age to another”(1972, p. 81). 
Meaning also varies from individual to individual. “Stories of stress,” which 
are the data for this research, are not the results of interviews or surveys, but 
have been gathered from individuals by the use of an intervention designed 
to help them investigate the histories of their interactions with the 
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environment, and their interpretations of events in their own lives. Since 
they are individualised and in narrative form, interpretive method will be 
explained.  
3.1.3. Transcendental method 
 
Lonergan’s primary task as a thinker was to develop a method that would 
found knowledge in all areas of study from mathematics to theology, which 
he called “generalised empirical method” (Lonergan, 1957). The key to such 
knowledge is an insight into what insight is, an understanding of what it is 
to understand, knowing what it is to know, all of which can result only from 
an investigation of one’s own self-consciousness. Generalized empirical 
method can “be applied to the data of consciousness” as empirical method 
“stands to the data of sense” (1957, pp. 72, 243) and founds a critical 
realism. In his  further developments of the method (Lonergan, 1972) he 
called it “transcendental method.”  
 
According to Lonergan (1957, 1972) investigation of the natural sciences  
reveals, behind their procedures, common structured activities of the human 
mind in which can be discerned a “transcendental method,” a “basic pattern 
of operations employed in every cognitional enterprise”(1972, p.  4). 
Transcendental method is “the concrete and dynamic unfolding of human 
attentiveness, intelligence, reasonableness and responsibility” (p. 24), and 
exploring it grounds any pursuit of knowledge by answering three 
fundamental philosophical questions: What am I doing when I am knowing 
(cognitional theory)? Why is doing that knowing (epistemology)? What do I 
know when I do it (metaphysics)? 
 
Lonergan’s investigation of human knowing reveals four structured levels of 
activity (1957), or of intentional operations (1972), that are experiencing, 
understanding, judging and deciding. He proposed that one only knows that 
one knows reality to the extent that one has consciously investigated the 
structured operations of one’s knowing, and that doing so will allow one to 
escape the confusions of naive realism and idealism, which are based on a 
mistaken view that knowing reality is like taking a look at something (1957).  
 
Transcendental method consists in becoming conscious of, and coming to 
know, one’s own knowing by “(1) experiencing one’s experiencing, 
understanding, judging, and deciding, (2) understanding the unity and 
relations of one’s experienced experiencing, understanding, judging, and 
deciding, (3) affirming the reality of one’s experienced and understood 
experiencing, understanding, judging, deciding, and (4) deciding to operate 
in accord with the norms immanent in the spontaneous relatedness of one’s 
experienced, understood, affirmed experiencing, understanding, judging and 
deciding” (1972, p. 14-25). Just as the fundamental relationship with reality 
is not perception (taking a look), but experience, so the fundamental 
relationship with self is not self-perception, but self-experience, and 
understanding this difference is critical (Vertin, June 6 2000) to full human 
knowing.  
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To be objective, reasonable and responsible, one must give free reign to the 
detached, disinterested, unrestricted desire to know, that naturally and 
spontaneously asks questions (Lonergan, 1957, p. 9). One remains open to 
all experience, open to be aware of it, and aware of one’s awareness, open to 
attend to all the data of consciousness. One then moves on to ask all the 
relevant questions for understanding, arrives at insights adequate to the data, 
and formulates understandings as hypotheses and theories. In the reflective 
process one assesses the adequacy of evidence to support the understandings 
one has reached and arrives at the kinds of insights that allow one to make 
judgments affirming the facts and so to know reality. One can then 
deliberate about values and determine choices to make.  
 
Everyone is subject to the blocking or distorting of intellectual development, 
thus liable to self-deception (Lonergan, 1957, pp.218-42; 1972, p. 230-31). 
The normative structure of our conscious and intentional acts is violated 
when we find it “convenient to leave human understanding out of the 
picture” (Lonergan, 1972, p. 351) and settle for misconception and limited 
benefit. Lonergan’s formula for self-development is a “continuous and more 
exacting application of the transcendental precepts.” They are: Be attentive, 
Be intelligent, Be reasonable, Be responsible (1972, p. 230).  
 
The key to breaking with naïve realism and idealism is in understanding the 
nature of insight, which occurs in all areas of human knowledge. Insight 
comes naturally in response to inquiry about sensible presentations or 
representations of experience, including words and symbols of all kinds. As 
Lonergan observed, it took modern science “four centuries to make the 
discovery that the objects of its inquiry need not be imaginable entities 
moving though imaginable processes in imaginable space time” (1957, p. 
XX). It is not easy for people to understand the difference between insight 
as activity, which is different from acts of imagining, and insights as 
knowledge, which are different from images. It is crucial to understand the 
nature of insight, which occurs in two forms, for it is insight that takes one 
beyond the reality of the experienced world into the reality of a fully 
developed human consciousness. Insight into experience (not into 
perceptions) is the origin of meaning, and understanding insight is the key to 
finding one’s way out of such philosophical positions as naïve realism and 
idealism, and provides a foundational methodology and the possibility of 
communication between people of all dimensions of human knowing. 
 
One kind of insight, which is a response to questions for intelligence (such 
as: Why? How? What does this mean?), consists in a grasp of intelligible 
unity or symbol, and generates concepts, definition, hypothesis, theory, or 
system (Lonergan, 1972, p. 213). This is the cognitive process of 
understanding, however experience and understanding taken together yield 
meaning or thought, not knowledge. In order to move beyond understanding 
to full knowledge there needs to be another kind of insight that occurs as a 
response to questions for reflection (Is it so?). This kind of insight grasps 
the conditions that need to be satisfied for a valid judgment of “Yes” or 
“No,” and knows whether or not the conditions are satisfied. Without a 
recognition of the fact of this third level of human knowing, one cannot 
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break “cleanly and coherently” from empiricism and idealism, and one 
remains in the cognitive myth that knowing and reality are as we came to 
know them in childhood (Lonergan, 1972, pp. 213-4). Human knowing, 
then, is a compound of experiencing, understanding and judging. 
 
Objectivity is a notion as complex as is the structure of human knowing 
(Lonergan, 1957, p. 375) having an experiential aspect, proper to sense and 
empirical consciousness, that is, to the given as given (p. 381-2). What is 
experientially objective, however, is the field of items about which one 
inquires, the deliverable of outer sense, as well as images, dreams, illusions, 
hallucinations, personal equations, subjective biases, and so on. The grounds 
of logic and method are the “inner exigence of the pure desire to know” ( p. 
381); they are successful if they formulate the demands of that desire in 
appropriate questions.  
 
There is normative objectivity whose ground lies in the unfolding of the 
unrestricted, detached, disinterested desire to know, which opposes merely 
subjective desires and fears (Lonergan, 1957, p. 380) by giving free rein to 
the pure desire, to its questions for intelligence, and to its questions for 
reflection.  The pure desire to know desires to understand because it is 
intelligent, and it desires to grasp a fulfilment of conditions that allows for 
the possibility of valid judgments because it desires to be reasonable. Thus 
the criteria of objectivity would be the compounded criteria of experiencing, 
understanding, judging and believing.    
 
There are two kinds of reality to be clearly differentiated, the reality of 
immediacy known by sense experience, and the reality of fully developed 
consciousness that is known not just by sense experience, but by sense and 
understanding and rational judgment (Lonergan, 1972). A kitten, whose 
stream of consciousness flows in the biological pattern, can distinguish 
between a painted image and real milk (Lonergan, 1957, p. 251). Humans 
also live in the world of sensible reality, which is the real world, but they 
also can discover, and live in, a larger world mediated by meaning, “that 
does not lie within anyone’s immediate experience” (Lonergan, 1972, p. 77) 
for it is the world that is meant in questioning, and determined by 
understanding and judgment.  
 
The world mediated by meaning is possible, and has its structure and unity, 
as well as its diversity, through the functions of understanding and judgment 
(p. 77). This world mediated by meaning is known by external and internal 
experience of a cultural community, by the continuously checked and 
redirected judgments of the community (Lonergan, 1972, p. 238). Thus 
knowing reality is experiencing, understanding, judging and believing, and  
“only the critical realist can acknowledge the facts of human knowing and 
pronounce the world mediated by meaning to be the real world; and he can 
do so only inasmuch as he shows that the process of experiencing, 
understanding, and judging is a process of self-transcendence” (Lonergan, 
1972, p. 239).   
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Reality for humans is what is given in experience, organised and 
extrapolated by understanding, and posited by judgment and belief. Thus the 
real world for human is the one not only mediated by meaning, but also 
motivated by “the drive to value” (p. 35) and “one’s judgments of value are 
revealed as the door to one’s fulfilment or to one’s loss” (p. 39).  As has 
been discussed above, it is through feelings that one is aware of one’s values, 
so that one can then inquire and reach understanding of the meanings or 
implications of values, consider and discriminate between them. Having 
judged which values promise fulfilment, one can choose one’s actions. 
 
It is proposed by many that “we create our own reality,” which can be 
understood in these two ways: we have our unique individual experiences of 
our self and of the world and (a) we interpret these experiences in terms of 
beliefs we have inherited or adopted, and, in this, we interact with a 
community of believers; (b) we wonder about these experiences, ask 
questions and arrive at insights into meaning and value, then we reflect and 
arrive at insights that allow us to make judgments of what truly is the case, 
and of what is good or important. The reality of the world known in the 
latter process is richer than the world constituted by accepted beliefs.  
 
Gilbert (1998b) has proposed that, to assist people to move beyond reliance 
on the self-limiting defensive programming and fast-track processing of the 
adaptive mind, it is not enough to challenge their beliefs, which may only 
confirm their sense of inferiority. They need assistance to develop their 
more recently evolved slow-track thinking abilities. As has been argued in 
Chapter 2, a radically empiricist starting point is required, one that accepts 
as valid all aspects and elements of experience and one’s embodied 
engagement in the world. All the data of experience are equally valid 
starting points for thinking. This thesis argues that how one thinks about 
feelings is significant for the resolution of emotional stress and for the 
flourishing of one’s life.  
3.1.4. Specific Method 
 
Specific method is grounded in transcendental method, and consists in the 
ordered means to achieve an end (Lonergan, 1972, p. 44), in a set of 
directives that serve to guide a process toward an end. Method can direct 
activity to a goal only by anticipating the general nature of the goal 
(Lonergan, 1957, p. 401). Since the end is knowable, yet unknown, its 
proposed structures are anticipated, in what is called “heuristic structure” 
that guides the process. There is a method “if there is an intelligible set of 
directives that lead from a starting-point that may be assumed to a goal that 
is to be obtained” (Lonergan, 1957, p. 425).  Method grasps and affirms an 
object correlate to the desire and the capacity to understand data correctly 
(Lonergan, 1957, p. 685) and insists that general statements can be made 
about the object before it actually is understood. Such statements, though 
valid and true and useful, still fall short of what is to be known if 
understanding is attained. Adequate understanding of meaning is necessary 
for knowledge, however it is not yet knowing.  
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Knowing is affirming what one adequately understands in one’s own 
experience, while belief is accepting what one is told by others on whom 
one reasonably relies (Lonergan, 1957, p. 427). The way to avoid the 
confusions of naïve realism, empiricism and idealism is to undergo a radical 
transformation in the self that eliminates a stubborn myth concerning reality, 
objectivity and human knowing. The myth to be eliminated is an assumption 
that knowing is like looking, that objectivity is seeing what is there to be 
seen and not seeing what is not there, and that the real is out there now to be 
looked at (Loneran,1972, p. 238). This myth overlooks the distinction 
between the world of immediacy, of the sensible sensory, and the world 
mediated by meaning. Having undergone this radical transformation, one 
applies to one’s own investigation the precepts of transcendental method: 
Be attentive, Be intelligent, Be reasonable, Be responsible. 
 
3.1.5. Interpretive method aims at adequate understanding 
 
Some writers make a distinction between the explanations of scientists and 
the “mere understanding” of other researchers such as historians, yet both 
kinds of researchers understand and they both communicate the 
intelligibility that they grasp (Lonergan, 1972,  p. 229). Many researchers 
still tend to regard interpretative methods with “resistance, illiteracy and 
indifference” (McMullen, 2002), and, according to Heelan (1997; 1998), 
this is because of adherence to a representational notion of truth based on 
the  assumption of a theory of the primacy of perception.   
 
It is important to understand the difference between explanatory and 
interpretative methods of investigation, and Heelan (1998) proposes that 
methods are needed to study aspects of science for which the traditional 
philosophy of science is not well equipped, such as its dynamic, narrative, 
historical, and life-world aspects. Human understanding functions by 
interpretation and its product is meaning, and meaning is inter-subjective, in 
the public domain where people articulate and share the products of human 
understanding. Thus physical science, like all expert knowledge, is a domain 
of common meaning that finds fulfilment in communities of researchers 
with a shared culture, creating and re-constructing meanings in a process 
called interpretation, and hermeneutic method needs to be developed in the 
physical sciences (Heelan, 1998). 
 
Theoretical understanding arrives at explanations as to why some event 
occurs (or does not occur) or it explains some regularity in events, by 
providing a model of the causes or conditions that control its occurrence (or 
non-occurrence), and its goal is experimental prediction and control (Heelan, 
1998). Thus objects are “presented-as-measurable,” and data are taken from 
the presented object, thus the “data-taking is theory-laden” (p. 284). In the 
hermeneutical perspective however interpretation that functions through the 
construction of meaning by common action, theory, and language, is the 
basis of truth. Basing his presentation of interpretation theory in 
Heidegger’s analysis, Heelan remarks that meaning is the instrument 
through which truthfulness makes its appearance in the life-world. 
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This life-world is the context of all investigation, and familiarity with a field 
of experience assists with, and may be necessary (Strauss & Corbin, 1990), 
for understanding and theorizing about it, and in this case, the issue of 
objectivity is: how one maintains a certain distance and gives respondents 
an independent voice (Strauss & Corbin, 1998). We are all liable to 
intellectual distortions and self-deception, and  Salner (1999) discusses its 
inevitability in the use of qualitative methods. According to her, researchers 
need to be clear about the difference between self-reflexivity and self-
deception and, since self-deception is inevitable and common in daily life, 
even advocated by some as necessary for mental health (Salner, 1999), 
researchers need to be aware of its inevitability in their inquiries. 
 
The research that has been done on self-deception among researchers 
themselves, including those using quantitative methods, has found that they 
are likely to be influenced by their expectations (Rosenthal & DiMatteo, 
2001). Salner (1999) proposes that researchers using qualitative methods 
incorporate a “hermeneutics of suspicion” based on Ricoeur’s work, 
beginning with his interpretation of Freud’s psychoanalytic theory (Ricoeur, 
1970). For Salner, then, the precaution against self-deception is not a 
reification of method, but a dialectic of “experiential appropriation” and 
“distantiation” that allows systematic reflection and critique. One has to be 
involved with the texts being interpreted, and one has to be alert to the 
inevitability of bias and be able to engage in critical reflection. Ultimately it 
is one’s relationships with other people, and one’s willingness to be 
questioned, that is the best precaution against self-deception.  
 
Lonergan’s explanation of interpretive methods within transcendental 
method is attractive because of his clear distinction between two kinds of 
insight. Insights of intelligence allow one to understand meaning, whether it 
is explanatory or interpretive understanding, and insights in the reflective 
process allow one to make valid judgments about reality. Interpretation, 
then, is concerned with understanding meaning, and operates within 
transcendental method as outlined above. Research makes available the data 
relevant to an investigation, and interpretation understands what is meant 
(Lonergan, 1972, p. 127).  
 
The real precaution against intellectual distortion and self-deception is self-
knowledge, which includes knowledge of one’s own cognitive operations 
that can be achieved by Lonergan’s generalised empirical method or 
transcendental method. Lonergan rejects what he calls the “Principle of the 
Empty Head,” based on naïve intuitionism, that “bids the interpreter forget 
his own views, look at what is out there, let the author interpret himself” (p. 
157). The real work of interpretation includes understanding the object, 
words, author and oneself, then judging how correct is one’s understanding, 
and adverting to the problems of expressing one’s understanding and 
judgment. Interpretive method entails a continuous self-correcting learning 
process and is likely to bring a radical change in oneself. Only the fullest 
development of one’s subjectivity is the best preparation for interpretation 
of others’ texts, and one can be satisfied with one’s interpretation when 
“there are no further questions that can lead to further insights and so 
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complement, qualify, correct the insights already possessed” (Lonergan, 
1972, pp. 161-162). 
 
Interpretation of such data as written records aims at discovering what has 
been experienced but not properly known. There are heuristic, selective, 
critical, constructive, judicial aspects and also “an ecstatic aspect that 
eliminates previously entertained perspectives and opinions to replace them 
with the perspectives and view that emerge from the cumulative interplay of 
data, inquiry, insight, surmise, image, evidence” (Lonergan, 1972, p. 195). 
Understanding meanings in such data is progressively revised with each 
reading of an author’s words, while the number of puzzles arising in the 
interpreter can grow even more (Lonergan, 1972, p. 160). Not only is 
interpretation a matter of understanding the author’s words, but it is a matter 
of understanding oneself, for the interpreter will come to know the author 
“only in so far as he pushes the self-correcting process of learning to a 
revolution in his own outlook,” and continually wants to learn more 
(Lonergan, 1972, p. 161).   
 
One must judge the correctness of one’s interpretations, and the criteria is 
“whether or not one’s insights are invulnerable, whether or not they hit the 
bull’s eye, whether or not they meet all relevant questions that can lead to 
further insights and so complement, qualify, correct the insights already 
possessed.”(Lonergan, 1972, p. 162)  Relevant questions usually are not the 
questions that inspire the investigation, for we begin from our own 
viewpoint, interests and concerns. Interpretation is a process of learning, not 
by discounting our prior learning, but where we set aside our own initial 
interests and concerns to share those of others, as we discover and learn 
about their concerns and questions, issues, problems, and as we come to 
reconstruct the context of the other’s thought and speech.  
 
Lonergan’s generalised empirical method and cognitional analysis have 
been used in this study as they provide a “higher viewpoint” (Lonergan, 
1972, p. 288) to resolve theoretical oppositions that some maintain between 
“objectivism” and “constructivism” and between “quantitative” and 
“qualitative.” Key to this higher viewpoint is an understanding of the 
difference between insights leading to theories and insights leading to 
judgments. One attends to the data of experience and, through questions, 
arrives at insights and formulates hypotheses. One may attend to data for 
quantitative differences, a process more shaped by theory, which leads to 
insights by which one may make judgments. One may attend to data for 
qualitative differences, an interpretive process that leads to insights by 
which one arrives at theories.  
 
Data for this study were not gathered by the usual methods of surveys or 
interviews, but by an innovative intervention process that uses the 
Behavioral Barometer, with a stress response indicator and a time line 
perspective, to explore the narrative history of current emotional reactions 
associated with personal issues. This study is interpretive in nature, intended 
to enhance the understanding of students’ experiences of emotional stress 
overwhelm. It will focus on the subjective components of emotions, 
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particularly feelings, beliefs and expectations, and how people think about 
feelings in resolving their issues.  
 
This research will arrive at insights into emotional experiences that are 
uniquely available because of the intervention process. Knowledge, however, 
is more than interpretation and insights, naturally provoking questions and 
hesitations that prompt one to return to the data, involving critical reflection 
on one’s understanding, leading to conclusions and judgments. 
Interpretation of the data will also allow judgments as to the possible 
usefulness of the intervention approach for resolving student stress and for 
further research.  
 
This researcher does not approach the data with an “empty head,” nor an 
empty heart. Anyone researching feelings, particularly other peoples’ 
difficult experiences and their patterns of avoided feelings, needs to be 
aware of personal reactions to any of the data. One needs an awareness 
sufficient to notice any fears or tendencies to avoid feelings in response to 
any data, a willingness to grow in self-understanding. Precautions against 
self-deception would consist in recognising personal reactions, reflection on 
how one pays attention to the data, discerning one’s motives in the process, 
discovering any limitations to the disinterestedness of the desire to know, 
and an openness to inquiry by others.  
3.1.6. Computer assisted Qualitative data analysis Systems 
 
Qualitative research requires the investigator to explore and interpret 
complex data sensitively and to avoid quantifying pre-emptively (Richards, 
2002). Qualitative data analysis covers methods used when understanding 
and interpretation are needed of data that continues to grow and enrich 
throughout the project. Coding is a process in the analysing of data whereby 
they are linked to categories, allowing examining, conceptualizing and 
further categorizing. One’s accumulation of insights, progressive 
understandings, reflections and new questions are fed back into the project 
as data, as the project progresses, providing “system closure” (Richards, 
2002, p. 13) allowing the identification of patterns and development of 
theories. 
 
Computer assisted qualitative data analysis systems (CAQDAS) are 
becoming more available, and one example of this is the N6 (NUD*IST) 
Non-numerical Unstructured Data Indexing Searching & Theorizing 
software, which is being used in this research. N6 is capable of managing 
large amounts of unstructured data for long-term projects, providing 
different ways of coding. According to Marshall (1999) CAQDAS enable 
infinite shuffling of vast amounts of data by machines too stupid to lose 
material on their own. Richards (2002) strongly advises the investigator to 
establish reliable routines for backing up files, and to do so frequently. N6 
offers almost unlimited storage of text, different kinds of searches of 
original texts, of linked data, and of annotations and memos, which then 
provide more data for further questioning. 
 
 67
Flexibility is required in qualitative research, and N6 enables one to hold 
any number of nodes at which data are coded, and allows a project to be 
understood as a “flexible membrane for growing and changing work, rather 
than a filing cabinet for containing a project rigidly planned from the 
start”(Richards, 2002, p. 14). In qualitative research inquiry must be 
“interactive, building on the results of previous inquiries, constructing new 
ideas out of old ones” (p. 13), and making the results available for further 
inquiry. The software also allows one to keep an audit trail for purposes of 
documenting the process of analysis (Richards, 2002, p. 15), and to force 
the tacit, implicit or subliminal to the surface of awareness (Connell, Lynch, 
& Waring, 2001). 
 
Pidgeon and Henwood (1996) maintain that success in generating theory 
that is well grounded in data depends upon maintaining a balance between 
the full use of the researcher's own subjective understandings, and concept 
matching (Connell et al., 2001). Observing the Precepts of Transcendental 
Method aids the full development of a subject’s rational and responsible 
self-consciousness as the best way of eliminating bias and furthering one’s 
learning process. The ability of N6 software to manage large amounts of 
text, and its ability to allow the generation and management of many 
“nodes” for “coding at,” as well as its ability to provide an audit trail of 
ideas, assists in the reduction of natural bias. 
 
Marshall (1999) acknowledges a view of some that the use of computer 
assisted qualitative data analysis systems stifles creativity and that there 
may be a danger that all researchers will use grounded theory, which some, 
such as Coffey, Holbrook and Atkinson (1996) regard as “inimical to 
genuine creative engagement with data.” Marshall (1999) proposes that 
rigour in “qualitative” research means “good housekeeping,” that is “careful, 
rational decision-making which is recorded so that it is accessible by others, 
and scrupulous checking that the theoretical argument is supported rather 
than negated by the data,” and that CAQDAS simply are tools for good 
housekeeping.  
 
N6 is a way of recording and linking the patterns and associations that are 
identified, of recording questions raised, insights that are reached, and 
concepts that are proposed. A software program cannot wonder about the 
meaning of data or interpret meaning, arrive at insights, propose concepts, 
reflect, inquire and arrive at further insights, and pass judgment. It can 
enhance one’s ability to be interactive with the data and with one’s own 
mind.  
3.2.  Intervention procedures and data collection 
 
This research project was designed to consist of two studies, the first study 
informing the design and execution of the second, in which students would 
individually have four stress-reduction sessions of an innovative 
intervention, as discussed in Chapters 1 and 2. Consultants’ notes from the 
sessions were the qualitative data for this research. 
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The first study, conceived as a Pilot Study, was conducted in 2003 at the 
Queensland University of Technology, and was undertaken with first year 
university students enrolled in the Bachelor of Education. The second study 
was conducted in the following year at Griffith University where Bachelor 
of Human Services students volunteered as participants. The first study 
began with 13 participants of whom 9 completed all four sessions, and the 
second study with 14 students of whom 13 completed four sessions. The 
Queensland University of Technology’s Human Research Ethics Committee 
granted ethical clearance for this research. The Griffith University’s Human 
Research Ethics Committee granted ethical clearance to continue the study. 
After the confirmation process, it was clear that the research would move 
from a mixed method approach to exclusively qualitative methods (see 
below), and attempts were made to find suitable supervisors experienced in 
qualitative methods as well as in the subject matter. The project was in 
limbo for eighteen months until the right person was found at University of 
Southern Queensland.  
3.2.1. Participants  
 
Study 1, 2003. An email was sent to QUT students enrolled in the first-year 
subject, Human Development in Education (SPB001), inviting individual 
students to participate in this research project. A copy of this invitation can 
be found in Appendix B (a). Twenty-two female and six male students 
responded by email. The following three documents, which may be found in 
Appendix B, were attached to an email which was then sent to the 28 
respondents: (b) Letter of Introduction; (c) Information Sheet; (d) Consent 
Form.  
 
Thirteen of the original respondents accepted an invitation to participate and 
attended an interview for the purpose of answering their questions, signing 
consent forms, and completing the Initial Information form (see below). 
There were 11 female and 2 male students, ranging in age from 18 to 53. 
Contact details were entered into a password protected file. 
 
Study 2, 2004. A staff member of the School of Human Services at Griffith 
University informed students of this project at the end of class, and notices 
were posted inviting students to join. The Initial Invitation, Appendix B (a) 
was available at that time. Students were invited to express their interest by 
contacting staff members or the researcher on campus, or by emailing or 
phoning their contact details. This information was entered into a password 
protected file, and all respondents then received (b) Letter of Introduction; 
(c) Information Sheet; (d) Consent Form (see Appendix B). 
 
Fourteen students, 13 female and 1 male, ranging in age from 18-49, 
responded to the invitation and were all chosen. Participants attended an 
initial interview for the purpose of answering their questions, signing 
consent forms, and completing the Initial Information form. 
 
Each participant, in both groups, was assigned non-randomly to one of three 
consultants (described below) on the basis of easiest match of schedules for 
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student and consultant. Participants and their consultants were advised of 
the availability of counselling services at GU, should students feel a need 
for this.   
3.2.2. Survey Data Gathering  
 
Both studies. Preceding the first stress reduction session, participants 
completed an “Initial Information” sheet (see Appendix C) which was 
constructed for this research, and based on initial exercises for participants 
in One Brain’s advanced training (Whiteside & Stokes, 1995). It was 
designed to assist students’ reflective focus and provide an initial context for 
their sessions, as well as to provide data.  
 
Students were asked to answer, in terms of their professional (academic) and 
personal lives, the following questions: (a) What do you not want in your 
life? (Or) What do you want to end? (Or) What do you want to have less of? 
(b) What do you want in life? (Or) What do you want more of? (Or) What 
do you want to begin? (c) What are your priority three stress issues? (d) 
How do stressors in your academic life affect your personal life? How do 
stressors in your personal life affect your academic life? Answers to these 
questions were entered into N6 as part of the research data.  
 
Study 1. Since this was considered a pilot study, three psychometric 
instruments were used for testing before and after the series of four stress 
reduction sessions, in order to test the feasibility of a mixed-method 
research into the intervention. The Perceived Stress Scale (PSS-14) (Cohen, 
Kamararck, & Mermelstein, 1983), was used to indicate how the 
intervention sessions may have affected the student’s self-perception of 
stress. This is a self-report scale designed to measure the degree to which 
situations in one’s life are appraised as stressful with its 14 items referring 
to subjective appraisals of events occurring within a one-month time frame. 
The Student Motivation Scale (SMS) (Martin, 2002) was used to assess 
possible changes in motivation as a result of the sessions. It is a 40 item 
scale designed to measure in high-school students, 6 factors that motivate, 
called “motivation boosters,” and 4 factors that reduce motivation, called 
“motivation guzzlers.” The Perceived Control of Inner States Scale 
(PCOISS) (Pallant, 2000) is designed to measure control of inner reactions 
to stressful events and situations.  
 
The pilot study showed that the numbers of students required for a valid 
statistical investigation could not be ensured, however results with the 
PCOISS, even with a small group of students in 2003, provided interesting 
data that will be presented in Appendix D. They indicate that the scale may 
be useful in further studies suggested in Ch 5. Given a similar number in the 
2004 group, there would be an abundance of data from the sessions for 
research using interpretive methods. As a result of feedback from the 
confirmation process, a decision was made to make the whole research an 
interpretive (qualitative) investigation, combining the data of both groups.  
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3.2.3.Intervention Consultants 
 
Practitioners trained in the One Brain system are called “consultants,” and 
each participant in this research was assigned to a consultant and offered 
four sessions. Consultants, who included the researcher, are qualified to the 
standards of the Australian Institute of Kinesiologists (AIK) and the 
Australian Kinesiology Association (AKA), two bodies registering 
Kinesiology health practitioners in Australia. Specialized Kinesiology 
professional bodies have authorized protocols, and its Registered 
Practitioners subscribe to codes of ethics as do those qualified with the One 
Brain system.  
 
Consultants for this research have had more than 500 hours of instruction 
and supervised practice in the One Brain methods, and use the procedures in 
their own professional practice. They are competent in the use of the 
Behavioral Barometer, discussed in Chapter 2, which is central to the 
narrative methods of this research. Their training in the One Brain system 
has included skills from fields such as Specialised Kinesiology, 
Psychotherapy, Role Play, Neuro-linguistic Programming, which were 
incorporated to assist the resolution of somatic effects of emotional stress, 
and to facilitate the narrative process. Stokes and Whiteside (2001, 2004) 
provide descriptions of these techniques.  
 
Training, which all consultants providing sessions have undergone, upholds 
key principles for narrative methods maintained by Meichenbaum (1997, 
1998) such as his often repeated maxims that therapy is best when the client 
is always a step ahead of the therapist, recognises that insights and new 
choices are self-initiated, and takes full responsibility for changes made. 
Conversation, in which the client “completes the story” and creates the new 
narrative, without interference or influence by the consultant, is an art to be 
refined continually. Meichenbaum (1994) has provided an abundance of 
suggestions on narrative method, many of which are reflected in the training 
already undergone by Consultants.    
 
Consultants were practiced in methods to facilitate spontaneous response in 
reporting the components of narrative, by using such methods as the request 
“tell me more about . . .” rather than asking direct questions that can already 
imply a ready answer or may provoke a defensive response. The word 
“and . . .” can encourage people to add more, thus assisting them to “tell the 
whole story.” Use of the Stress Response Indicator is a non-verbal process 
allowing individuals to become aware of their stress responses to words, 
thoughts or images, thus reducing practitioner influence by questions 
implying answers. On the basis of experience that direct questions usually 
call for reflective, or even defensive, response, consultants are educated in 
the use of open-ended, non value-laden questions and suggestions. The 
above precautions against practitioner influence have important implications 
both for therapy and for research. Meichenbaum’s (1997) seven general 
guidelines for therapy were adopted as consultant guidelines for the sessions.  
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Furedi (2002) has commented on a politicising of emotion and a 
normalisation of stress in contemporary culture, where stress often is 
presumed to be bad and survivors of disasters assumed to be traumatised. In 
such a climate, personal or cultural bias may interfere with the process 
intended to assist another to resolve an issue, so consultants have learned the 
importance of non-emotive language. For example, they may suggest “you 
are saying that this was a shock to the system” instead of “obviously you 
have been traumatized by this.” The client is assisted to indicate and explore 
painful experience without implying injury or vulnerability, or increasing or 
exaggerating emotional effects. The intervention process is aimed at 
exploring feelings and beliefs, in the narratives, in order to understand 
emotional reaction, and this is done best in a state of mindfulness rather than 
in a state of emotionality.   
3.2.4. Intervention procedures and data collection  
 
Based on their experience, Stokes and Whiteside have generally 
recommended three sessions to deal effectively with a personal issue 
perpetuated by an emotional reaction pattern. Dawson (1999) has 
recommended that four consultations using the One Brain approach are 
sufficient to resolve a significant stress issue. Dawson’s recommendation of 
four sessions for each student was followed in this study, though students 
were not restricted to one specific significant issue for all sessions. A typical 
procedure for each session consisted of three core components of the One 
Brain system, discussed in Chapter 2: the Behavioral Barometer (BB), a 
stress response indicator (SRI) and a time-line exploration of one’s life 
experience and one’s anticipation of the future. Primary data to be recorded 
by consultants were the students’ initial thoughts about their issues, the 
identified BB feeling words, and the students’ thoughts about those feelings, 
therefore they were all recorded during the sessions.   
 
The One Brain Consultation form (Stokes & Whiteside, 1996b) was used 
for the first session (see Appendix C). It consists of a set of simple tests and 
corrections, for promoting the relaxation response and neurological 
coordination, that are a part of standard practice for Specialized 
Kinesiologists (Krebs & Brown, 1998; Walther, 1976). Thus this first 
session focused on effects of stress on perception, remembering and 
coordination that could be identified by the stress response indicator and 
kinesiology practice. The remaining sessions began with a focus on what the 
participant perceived to be the key issues at the time.  
 
Each client was asked at the beginning of a session to “tell me what’s 
happening in your life.” The consultant summarised the client’s remarks to 
ensure agreement of understanding. Then, in the first session, the consultant 
explained briefly the function of Stress Response Indicator and its use with 
the Behavioral Barometer (Stokes & Whiteside, 1996a, 1996b) and 
suggested something like: “let’s see what your body’s response can tell us 
about all this.” Priority BB paired feeling words to which the body 
responded were identified and clients were asked to think about them and 
how they were associated with issues. The consultant would link in other 
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feeling words suggested by the Barometer’s structure, as was illustrated 
briefly on page 68 above, to encourage the students to explore their feelings. 
This framework of feelings helped students make sense of their issues, and 
they were asked to elaborate with examples from their life history, when 
they had similar feelings, thus they began to tell their “story of stress” for 
the issue.  
 
The Stress Response Indicator then assisted the students to investigate their 
bodies’ memories of experiences, and to explore themes that had become 
conscious while thinking about the feeling words. The simplest use of this 
procedure is for consultants to ask clients to stand in front of them and to 
hold their arms slightly forward of vertical. Consultants press very lightly 
on the backs of the clients’ wrists and record their thoughts or images 
occurring when clients’ arms shake or release their hold. More extensive 
illustration of the procedure, as well as precautions to ensure indicator 
reliability, may be found in Stokes and Whiteside (1996a. 1996b).    
 
Agreement or disagreement between the body’s response and conscious 
thoughts would prompt examination of thoughts that caused a stress 
response. As the feelings and thoughts of the story began to make sense to 
the client, the history of current emotional reactions could be explored, and 
clients were likely to recall experiences showing similar reaction patterns. 
The stress response indicator generally referred them to other times in their 
lives where they could enhance understanding of the significance of their 
reactions, precisely because they were under pressure and avoiding painful 
feelings or some recognition at those times. In the exploration of 
experiences, clients were likely to alter their interpretations of events and 
recognise how they had avoided feared painful feelings, and how avoidance 
had affected their understanding and choices. 
 
Clients were asked to imagine themselves up to a few months into the future 
so they could attend to how they were then anticipating life to be, whether it 
was likely to be different as a result of the session. Recognition and 
acceptance of avoided feelings prompted a revision of beliefs and 
expectations. Changes in interpretations of past experiences are likely to 
bring changes in choices, self-talk and behaviours, so, at the conclusions of 
sessions, consultants routinely asked clients to imagine their likely 
responses to similar future situations. It is usually suggested that clients 
consider how they might be motivated more by the values listed on the left 
side of the Barometer, feeling states associated with approach motivation, 
that correspond to the painful feelings they have identified. Thus, in addition 
to recording “stories of stress” the consultants’ notes include common 
elements, such as students’ insights gained, their choices for changes in 
attitude, in their self-talk and in their behaviour. 
 
All original data collected from the individual sessions for both groups of 
students were transcribed into MSWord format.  
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3.2.5. Analysis of Data   
 
Data for this study is unique in that it was evoked by means of an innovative 
intervention using a particular structured tool, the Behavioral Barometer, 
aided by a stress response indicator. This tool has not been qualified and 
validated by scientific research, and it has provided data that clearly is 
structured by its use, therefore the first stage of analysis in Chapter 4 will 
examine the structured nature of data and the kinds of stories of stress it 
evoked.  
 
The second stage of analysis will examine the students’ stories in data 
evoked by the BB. While students were asked to reflect on their emotional 
stress issues before and at the beginnings of sessions, a study of their 
thinking about the identified BB words will show how their understanding 
of emotional stress was enhanced.  
 
A third stage of analysis will study the students’ data collectively to 
understand their thinking about key BB feeling words.    
 
Twenty two students completed all four sessions of the intervention, 
providing an abundance of data. Thirteen students participated in the first 
research group (2003), with nine completing four sessions of the 
intervention. Fourteen students participated in the second group (2004) with 
thirteen completing all sessions. To make the project manageable, ten were 
selected randomly. Session notes of 4 students (of 9) from the first group, 
1.03, 1.04, 1.08, 1.10, and 6 students (of 11) from the second group, 2.01, 
2.02, 2.03, 2.06, 2.08, 2.12, were selected randomly to provide data for 
interpretation. From this group, session notes of two students, 212 and 110, 
were chosen for extensive study in Chapter 4, Part 1. Following that, data 
for all ten students will be studied more intensively. Since consultants had 
been asked to record students’ actual remarks as much as was feasible in the 
intervention process, it is assumed that their notes have reported students’ 
remarks, though not completely. A short selection from the notes for student 
1.05, not one of the 10 above, was chosen to illustrate the interaction of 
feelings identified by use of the BB, and how a consultant may help clients 
explore their stories.   
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CHAPTER 4: INTERPRETATION AND ANALYSIS OF 
RESULTS 
Introduction 
 
Research is the process of making available the data relevant to an 
investigation, and interpretation seeks to understand its meaning (Lonergan, 
1972). This project was designed as a mixed-method study of the 
effectiveness of an innovative intervention for reducing emotional stress 
overwhelm for university students. After a pilot study, it took a step back for 
two reasons: (1) there would not likely be enough students for a controlled 
study to evaluate its overall benefits; (2) as Chapter 3 has argued, correct 
judgment on its benefits would depend on adequate understanding of its 
effects, and on accepting criteria for making such a judgment. With 
Lonergan’s distinction, the intervention can be considered as the research 
process, and the goal of this chapter is to interpret and find meaning in the 
data it collected. It is likely that data interpretation will permit some 
discussion of the intervention’s effectiveness.  
 
That the Behavioral Barometer (BB), aided by a Stress Response Indicator 
(SRI), has evoked an abundance of rich narrative data about emotion 
experiences is not in question. In examining the data, I was primarily 
interested in (a) understanding the significance of the BB’s use; (b) 
explicating and understanding the meanings of students’ narratives it evoked. 
The BB’s influence is obvious in the data, and part of the interpretation 
involved some thinking about its use in the research process; results will be 
presented in part 1 of this chapter.  
 
The intervention took an individualised body-mind approach, and 
individuality of students’ is evident in the quite personal data from their 
sessions. Since this is a study of an individualised intervention, 
interpretation needs to preserve students’ individuality. 
 
Frank (Etherington, 2005; Frank, 1995) has differentiated between thinking 
about the stories of others and thinking with them. In the former approach, 
clients’ stories are reduced to content for analysis while, in the latter, one 
finds one’s life affected by their stories; one would think with the “wounded 
storyteller.” This is first-person research into other people’s stressful 
emotional experiences, using a unique data set, and I am interested in 
understanding what was happening with the students. In analysing the data 
of 10 students, my aim has been to think with the students’ thinking about 
their feelings.  
 
The data set from all 4 sessions for student 2.12 is presented in Appendix F, 
and is typical of data for all students. As Riley and Hawe (2005) explain, 
narrative analysis differs from thematic analysis, which involves the coding 
of data, recognising similarities and patterns in the data. Narrative analysis 
is more appropriate for endeavours to understand the complexity of others’ 
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experiences of events or situations. The data of this study certainly reveal 
complexity. 
 
As Riley and Hawe state, there is no one unifying method of interpreting 
stories, thus this study needed to find or develop its method. The identifying 
of polar opposite feelings, and considering BB associated feeling words, 
helped students explore their current emotional reactions and provided rich 
and complex narrative data. An obvious place to begin interpretation was to 
investigate the BB’s effects in the data. 
 
This study has argued for a focus on the feelings of emotions and that the 
feelings qualitatively differentiate emotion experiences. Identifying feelings 
could help individuals understand their emotions and resolve emotional 
reaction patterns. As Massey (2002, p. 1) stated, “… to maintain group 
cohesion human beings gradually evolved a well-developed social 
intelligence based on the differentiation and refinement of emotions.” 
Analysis presented in the following section investigated how the BB 
assisted individuals in such a “differentiation and refinement of emotions” 
by helping them think about the feelings of emotion experiences.  
 
Students’ thinking about feelings explored current emotion experiences as 
well as the histories (Damasio, 2000; Nussbaum, 2001) or genealogies 
(Besley, 2002; Foucault, 1985) of current emotional reaction patterns. They 
became aware of interpretations they had made of their stressful experiences 
that had become parts of the narratives of their lives.  
 
4.1.  Investigating the BB influences on students’ narratives 
 
4.1.1. The intervention process has provided data structured by the BB  
 
The BB represents a counselling strategy that can accommodate the dual 
structure of the motivational system. It suggests polar opposite feeling 
words to assist in understanding experiences of approach to what is pleasing 
or wanted, and to understand experiences of avoiding what is painful or 
unpleasant. Both polarities can be considered in a stressor situation or issue, 
as one can be motivated both to avoid and approach, that is, for survival and 
to enhance the quality or flourishing of life. A Stress Response Indicator 
(SRI) was used to assist students to attend to their stress responses to 
particular sensations, images, thoughts, and words, and to recognise 
disagreement between what the mind and body affirm or want.    
 
In this chapter, italicising of feeling words, codes them as having been 
identified by use of the BB and SRI. Bold and italics are used together for 
emphasis in the discussion or to draw attention to a BB association of two or 
more feeling words. For example, “BB: safe or unloved,” states that the BB, 
used with the SRI, has identified feelings “safe,” a pleasing or desired 
feeling state, and “unloved,” a particularly unpleasant or unwanted feeling 
state, both able to motivate change, as clients consider both feelings. Rather 
than identifying with the negative feeling unloved, clients may acknowledge 
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a somewhat negative feeling not-safe, a further differentiation of their 
emotional experience.  
 
As explained in Chapter 2, feeling words on the BB conscious level are said 
to draw attention to current or recent experiences. Words on the 
subconscious level draw attention to experiences of adolescence, and words 
on the body level draw attention to experiences of early childhood. 
Consultants using the BB assume that current emotional reaction patterns 
involve somatic memories of childhood and adolescent responses, and use 
words on all three levels to assist clients understand the narrative histories 
of emotional reactions and emotional stress.  
4.1.2. Examining the structured nature of narrative evoked by the BB  
 
Following discussions of issues, the BB and SRI were used to identify 
feeling words to help students understand current emotion experiences. 
Three very different examples were analysed, illustrating how a consultant 
asked a student to think about identified feeling words as well as associated 
words on other levels of the BB. Words quoted are extracts from 
consultant’s notes. All three examples report students’ thoughts about 
experiences in response to identifying feeling words, thus are regarded as 
students’ interpretations and enhanced self-awareness facilitated by the BB. 
Subsequent researcher’s analyses are a second-level of interpretation. One 
example is presented here, with the remaining two in Appendix E. In each 
case, two polar opposite feeling words and BB associated words led to 
extensive exploration of emotion experiences. In the following discussions, 
feeling words identified by the BB are italicised, sometimes bold when 
discussed more extensively. 
  
Selection from student 1.05, session 3.  
The consultant listed student 1.05’s words for the three levels of the BB: 
aware or hysterical, proud or unwelcome, gentle or disconnected, and 
prompted the client to “tell a story disconnected.”  
In a usual process of using the BB the feeling words gentle or disconnected, 
on the body level of the BB, are associated with trusting or with-holding on 
the subconscious level, and open or inadequate on the conscious level. For 
some reason not identified, the consultant suggested reflection on proud or 
unwelcome on the subconscious level and aware or hysterical on the 
conscious level. Nevertheless, this departure from normal practice, in 
associating the feeling disconnected with unwelcome and hysterical, did 
help the student’s self-exploration and provide some meaningful narrative.  
 
Disconnected for the student meant “disoriented,” drifting along or active, 
“it wouldn’t matter,” as “choices didn’t mesh back as you were 
disconnected from yourself” and “you wouldn’t see what they weren’t 
connected back to.” If you were “partially connected,” “life didn’t go the 
ways you wanted, but the ways you didn’t understand.” “you could just drift 
along . . .  because the conflicts aren’t there.” 
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Unwelcome for the student meant “lonely,” “having to decide whether to 
make a space welcome or unwelcome” or go somewhere else like home. 
Home was welcoming when his and son’s moods matched, were compatible.  
It is to be noted that, at this stage, feeling unwelcome sounded like an 
indifference and not clearly differentiated from feeling disconnected.  
Hysterical felt like an “active catatonia,” “highly active about what life was 
about when you last noticed things,” and “you no longer notice what’s going 
on around you.”  
Analysis: The feeling state hysterical would be different from disconnected 
in that he would not be “either drifting along or active.” However, he was 
disconnected from his current environment, and from his experience. 
The student reflected then on the meaning of feeling gentle, polar opposite 
to disconnected, which appears in the BB category Attunement, as do the 
words “in tune with” which he has used.  
 “I’m completely out of tune with those around me, which is an interesting 
thing. Sometimes I am very much in tune with those around me; other times 
when I am quite cheerful I’m wrapped up in my projects and completely 
oblivious to those around me. Sometimes both, but there is an interesting 
attunement, so is the feeling comfortable, that Attunement would be 
involved in your projects, not involved with those around you. Quite 
cheerful in your own projects as opposed to obsessed or possessed.”  
Analysis: He didn’t really think about the feeling gentle, and associated the 
feeling in tune with, and the category Attunement, with cheerfully being 
wrapped up in his projects, and even oblivious of people. Perhaps feeling 
disconnected, and the category Indifference, were more associated with 
relationships with other people. 
 
Reflection on the story’s analysis: The identification of two polar opposite 
feeling words and thinking about their meanings, along with BB associated 
words, has helped the student explore emotion experiences. His self-
awareness would have been further enhanced had the consultant asked him 
to reflect on feelings withholding (subconscious level) and inadequate 
(conscious level) that are specified on the BB to be associated with the 
feeling disconnected. The feeling unwelcome, within the Fear of Loss 
category, seems to be more passive and characterise feelings about an 
environment or situation, while the feeling withholding, within the category 
hostility, seems to be more subjectively active. He could be feeling 
unwelcome (fear of loss) in a situation, while he could also be withholding 
(hostility) from that situation. It could be to his advantage to reflect on how 
the feeling disconnected might be related to feeling withholding in social 
situations, and how withholding himself could lead to a habit of feeling 
socially inadequate (Conscious level). It would be to his  advantage to 
investigate whether, or how much, his being cheerfully wrapped up in 
projects, oblivious to others, which he identified as an Attunement, is also an 
escape from feeling disconnected, withholding, and inadequate with people.  
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4.1.3. Analysing the narrative of two students through four counselling 
sessions using the BB and the SRI 
 
Data from sessions exhibit (a) thinking about current emotion experiences 
that was prompted by the identification of feelings, and demonstrated by the 
example above (4.1.2); (b) exploration of the narrative histories of 
emotional reactions, as can be recognised in a glance at the data for student 
2.12 (Appendix F). Current emotional reactions can be complex, as can be 
the analysis of their narrative histories. After brief introductions, the stories 
of two students (2.12 and 1.10) will be studied in order to identify how use 
of the BB can assist one to understand emotional reaction patterns that 
contribute to distress. Narratives studied in this section have been given 
titles representing the students’ core themes as those were defined by the 
BB in their four sessions.  
4.1.3.1. Story 1. Student 2.12. 
 
Student 2.12 spoke about academic stressors “not knowing what to do, not 
having direction or goals, being lost career-wise; always being short of time; 
running around in circles.” At the beginning of her first session she said “… 
don’t know where I’m going in life; choosing a career.” Use of the BB 
identified reliable or self-punishing as the feelings to consider. These words 
predominated throughout her sessions. 
Analysis of the meaning of her emotional stress: She was trying to be 
reliable to her parents, family and friends and said she was self-punishing 
with her “negative thinking” and should know what she wanted to do. 
Feelings that were identified prompted her to think about her emotional 
reaction patterns. Her body’s stress responses led her to attend to 
experiences, at ages identified by the SRI, to think about life situations 
where she felt alone and wanted acceptance. 
By the end of session 1, she understood that she could be “reliable for self,” 
and was able to gain deeper understanding of her issue in subsequent 
sessions. 
Story Title:  I tried to be reliable to everyone else and don’t know who I 
am and what to do with my life, and I feel self-punishing 
 
When the student’s data are viewed in parallel columns (Appendix F), one 
can recognise a complex of structures and interactions in her story of 
emotional stress, revealed by use of the BB and SRI. Understanding 
meaning involves recognising relationships, interactions, and structures in 
experiences, thus this section will analyse the data of her four sessions to 
explicate meaningful structures.  
 
4.1.3.1.1. Examining the time-line structure of the narrative 
 
Similar ages identified in two or more sessions.   
Ages 3,7,13,15,17 were identified in two or more sessions, as she returned 
to further explore experiences. Age 3 was pivotal for three sessions, 
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involving memories of feeling abandoned by mother when left at kindy, 
shamed for an accident at parents’ work, and left out of play at kindy, 
especially by boys. 
 
Client returns to an age previously considered.  
In her first session, after thinking about events at age 13 and then at 3, she 
returned to reconsider experiences at age 13. She had been hounded by a 
bullying group of girls, and, after considering age 3, when she had felt 
abandoned by busy parents, she stated that the bullying girls were former 
friends (felt abandoned), whom she continued to hang out with because 
there was nowhere else to go. She concluded that it “should not have 
happened,” as if she should not have felt self-punishing for it. These ages 
were revisited in subsequent sessions.  
 
Identified age becomes important to a following session.  
Age 15, identified late in session 1, where the girls who had been punished 
were blaming her, was identified early in session 2 as a time in which she 
was very lonely at school. Age 15 clearly was associated with the 
experiences of age 13, which were associated with feeling abandoned at age 
3. 
 
Identified age extends to neighbouring years in other sessions.  
The present, in subjective time, extends backward and forward (Lonergan, 
1972), and subjective time at a specific identified age also can extend 
backward and forward. Age 3 was identified at sessions 1, 3, and 4, and 
ages 4 and 2 were identified in session 2 with similar experiences. At age 4, 
she felt left out and ignored by the teacher and tried to make friends with a 
boy who said he didn’t like her. At age 2, she couldn’t ride her tricycle with 
brothers who could ride on the grass. Ages 13 and 15 were clearly related in 
sessions one and two. In exploring these experiences, she expanded time in 
order to recognise a frame of mind before and after events. 
 
Resonances between identified childhood and adolescence years.  
Ages 13, 3, 13 and 17, 7, 17, are easily related in the narratives. Feeling 
abandoned at age 3 is reflected on her return to age 13 feeling abandoned by 
friends; her corrective experience in both cases was to nourish her younger 
self with comfort. At age 13 in session 3, there was more exploration of 
feelings associated with the bullying, and more clarity and determination 
regarding what she wanted in relationships. Her interpretations of painful 
childhood experiences resemble interpretations of painful adolescent 
experiences.  
 
Time-line tracking using the SRI identified early infancy.  
In session 2, at age 8months, she thought of feeling left out; at age of birth, 
she associated “shocked, freaked out,” denial, and avoiding situations that 
needed to be confronted. A corrective experience of comforting her child 
self meant “getting over the shock” and “exploring the new world,” which 
encouraged further positive reflections at ages returning to the present. 
  
Time-line tracking using an SRI identified age of conception. 
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 Assuming epigenetic theory, the client may be asked to think about a 
parent’s state of mind by a suggestions like: “… tell me about your mother’s 
attitude to life when you were very young.” In session 4, age of conception, 
was identified and she reflected on her purpose in life, different from feeling 
reliable to her mother: “maybe a mistake, or maybe I’m here for something 
important; haven’t realised this yet.” She felt liberated and considered the 
power of her own self expression and how it might develop. 
 
4.1.3.1.2. Thinking about BB words created narrative.  
 
The BB has evoked “stories of stress” associated with students’ issues. 
Analysis above of student 2.12’s session 1 explored her thinking in response 
to identifying the BB words reliable or self-punishing, which were also 
prioritised for sessions 3 and 4. She had suggested a need to be “brave” in 
session 1, and the words brave or threatened, were identified for session 2, 
with proud or unwelcome for session 4.    
 
For reliable or self-punishing, the student spoke of feeling lonely, having 
experienced the bullying and dishonesty of former friends and feeling 
excluded by brothers. Age 3, where she thought of feeling abandoned by her 
mother at kindy was pivotal. She was able to change her interpretation of 
the event, creating a corrective affective experience. A similar corrective 
experience at age 13 allowed her to recognise that the bullying and blaming 
by friends was not right, nor was her self-punishing. Age 15, the girls were 
blaming her for punishment they received. She told herself to take a stand 
for herself. Thinking again about her present life, she told herself to be 
brave (key BB word for session 2) and keep going, taking a step at a time. 
Imagining herself two weeks in the future, she described a positive sense of 
what feeling “reliable for self” would be like, now a responsive rather than 
reactive meaning of reliable. 
 
4.1.3.1.3. Analysis indicates benefits from thinking about BB words. 
 
The narrative history of her emotional reactions was intelligible in session 1, 
and made sense of her feelings of guilt. Subsequent sessions helped her 
further her understanding and facilitated some resolution of her emotional 
conflicts. 
Beginning session 2,  
9 her story reflected a new sense of being “in control, in charge of my 
life” 
9 she was “feeling really good,” had “set some goals,” was “thinking 
locus of control”  
9 chose as the issue for the session, for both her personal life and 
academic life: “to be able to maintain a feeling of control; this is 
important”  
Beginning session 3,   
9 she reported continuing to feel good about scheduling  
9 chose the issue: “to work on personal friendships”  
9 toward the end of the session, she spoke of her real interest in 
philosophy “but what future is there in studying philosophy?”  
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Beginning session 4,  
9 she recognised and reported a “relapse on the weekend”  
9 didn’t believe in my ability; not smart anymore”  
9 had “wanted to move to law, but counsellor gave wrong advice 
about eligibility”  
She recognised that doing a course she didn’t want could drain her energy, 
and she now had to pass with good grades to switch course. Concluding the 
session, she cultivated feelings of courage and faith in herself and 
determined to be her own person.  
 
4.1.3.1.4. Thinking about other identified BB words furthers 
understanding 
   
Session 2: thinking about brave or threatened furthered her understanding 
of her story of reliable or self-punishing. She readily acknowledged feeling 
threatened, which meant: “introverted, trying to express myself; someone 
challenges and points out flaws, feel unimportant.” End of session 1, she 
told herself to be more brave and chose to be “reliable for self.” Session 2 
she was brave “trying to express herself,” while trying to be reliable to 
others’ judgments about which she felt threatened. Associated with this pair 
on the BB Body level are feelings unified or unimportant and, on the 
Conscious level, feelings encouraging or seething anger, and she readily 
acknowledged the latter words of both pairs. She appeared to “really 
appreciate” the meaning of unified and wanted “to be myself.”  
 
4.1.3.1.5. Responsibility for positive feeling states is enhanced 
  
The student re-thought the meaning of “reliable.”  
Feelings reliable or self-punishing came to be better differentiated by 
session 3, where she defined her issue: “I want and trust my ability to be 
myself.” This meant “mostly reliable for self,” while self-punishing guilt, 
expressed as “negative self-talk,” was associated with thoughts of 
opportunities parents had provided. Considering her own future, at the end 
of session 4, reliable meant: “have to be me, listen to my own feelings and 
act on them, rather than thinking what others want of me.” Her realisation 
was accompanied by “courage, faith, feels happy, colour light blue all 
through the chest area, radiating from the centre out, like a sphere expanding 
out; this could extend out and touch others.” 
 
Positive feeling states increased as sessions progressed.  
While all ages she visited in session 1 were associated with painful 
experiences, from session 2 onward she thought of positive experiences. 
Feeling threatened meant feeling lonely at ages 15, 13, 4, 2 and 8 months, 
however feeling brave (and unified) meant that she could consider resolving 
her 13 year old experiences with former friends, acknowledge her first real 
friend at age 10, and recall being praised a lot by teacher at age 7. After 
experiencing a corrective affective experience for birth (comforting the 
child), she expanded on age 7, felt “included, wanted, valued, an asset, 
confident and free to express myself.”  
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Recognising loss of connection with herself after leaving high school at age 
17, she began to think about opportunities for new beginnings. She “could 
leave the past behind, go out and be the person I want to be; . . . I’d be 
unstoppable.” She felt in control and anticipated getting done the 
assignments she had to, so she could go on and do the degree she really 
wanted. While age 13 was remembered as a painful time in session 1, by 
session 3 she was focussing on positives for that time, with only a brief 
mention of “apart from those girls.” Feeling reliable, she was “very bright, 
top of the class, praised a lot, encouraged, excelled in English; didn’t feel 
like hard work, was easy, fun, creative, enjoyed school;” she “felt smart, 
capable, worthy, with faith in what I could do.”   
 
BB words in a Feel/Want/Willing communication formula enhanced positive 
feelings.  
In imagination, she told the bullying girls her feeling: “really humiliated, 
violated when you say those things to others, make fun to cut me down, 
deliberately … I’m confused, we used to be friends; I won’t stand for being 
pushed around any more.” Her want: “to be treated respectfully, as a friend, 
like I treat you, to have conversations without putdowns, to have the fun we 
used to have.”  
The feeling reliable is in the category Equality, and she considered what she 
was willing in order to have equality. “Interest” is the Conscious level 
category related to Equality so she directed her attention to her interest, as 
that would probably help her be better motivated. Her “real interest” was in 
philosophy, “but what future is there in studying philosophy?” She had 
some interest in law, as explained at the beginning of session 4, but first she 
had to pass courses she didn’t want. The stress of that conflict probably 
accounted for a weekend “relapse to old patterns,” discussed above. By end 
of session 4, she understood reliable to mean: “have to be me, listen to my 
own feelings and act on them; look at my own goals, not what others want 
of me; believe in myself, do what I can now, one step at a time.” This she 
was willing in order to have equality. 
 
4.1.3.1.6. The emotional meaning of her stress.  
 
This student had been distressed not knowing who she was, and, though 
only18 years of age, troubled that she had not been able to settle on a career 
for life. Her thinking about feeling words reliable or self-punishing makes 
sense of her conflict, and her thinking about identified experiences 
explained her current emotional stress. She had been trying to be reliable for 
the behaviours of her family members and friends toward her, for how they 
had treated her, as if doing that would resolve the effects of those painful 
experiences, would relieve her feelings of abandonment and exclusion, and 
would gain their acceptance. She felt threatened, trying to be reliable to 
others’ judgments or expectations about her. From the discussion of stress 
response in Chapter 2, it is reasonable to suggest that the survival instincts 
to resolve social stress could include being reliable to others and accepting 
their accusation of blame. 
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It had been difficult to be reliable for her life, to discern and decide on her 
own career, while trying to be reliable for maintaining survival relationships, 
with the self-punishing feelings that she associated with negative self-talk. 
Her enjoyment of learning, her self-understanding, and her ability to 
consider what she wanted in life had all been inhibited by the emotional 
conflict. Her parents had wanted her to be more decisive about what she 
wanted to do, and she needed to be reliable to them. Yet trying to be 
reliable to them would make it difficult to make a career decision in her best 
interests. 
 
From session 2 onward, she began to think of the positive experiences in her 
childhood and adolescence, and to consider more what she wanted and how 
to achieve it. Thinking about being willing to have Equality by following 
her interest seems to have allowed her to confront a conflict associated with 
her self-punishing self-talk. She could choose to be reliable for her own best 
interests and thought she would, from then on, “be unstoppable.”  
The student’s thinking about words reliable or self-punishing identified at 
the beginning of session 1, and words later identified, provided an 
abundance of rich narrative data to assist her to understand her emotion 
experiences. It also aided the exploration of narrative histories of her current 
emotional reactions.  
4.1.3.2.  Story 2: Student 1.10. 
 
Student 1.10 identified academic stressors: in a letter replying to the 
invitation to this research she wrote of “a fear that my work is unbelievable 
‘stupid’ regardless of much I have put into it.” In the preliminary 
information she was “wondering if I have the intelligence” and “stressing 
about whether I have done enough for my friends.”  
Use of the BB identified involved or discouraged, needed or wounded, 
reliable or self-punishing as the feelings for her to consider for 
understanding her issue. 
Analysis: she grew up in her family feeling not-involved and not-needed, 
felt stupid and joked about being dumb. She kept lots of friends to whom 
she was reliable, and felt self-punishing thinking that she might not be 
reliable enough to them. Her thinking about the identified words made 
sense and revealed, to her surprise, a fear of success and struggle with 
choosing success. By the end of her sessions she could choose success and 
recognised a fear of not being successful.  
Story Title: I felt not-involved and not-needed, unimportant and dumb; it 
was more important to be involved and needed than to be successful  
 
The student wrote of “a fear that my work is unbelievably ‘stupid’ 
regardless of how much I have put into it,” and “stressing about whether I 
have done enough for my friends.” Her thinking about the identified BB 
words shows how intimately these issues are connected. Further analysis 
can be found in Appendix G 
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4.1.3.2.1.  Her struggle to choose success.  
 
At the end of session 1 she struggled with a choice for success, and this 
extensive selection reveals how anxious and confused she was about it.  
“I will make the choice to, give more credit to, give more 
voice to my want to be successful, or at least understand, 
understand it rather than just, disregarding it because uh 
because the word ‘success’ is quite scary (laughs), still a 
little scary now (laugh), but my choice is, make the choice 
to understand ah the success that, ah, I would like (laugh). 
(Invited to say it in about 4 words) “I choose to 
understand” (the SRI indicated non-agreement); I choose to 
understand success (again there was non-agreement). Still a 
little bit scary, probably not putting myself 100% into this 
statement, but (sigh, laugh) I choose to succeed (the SRI 
indicated agreement). Lot of emotion on ‘succeed,’ because 
of what I think of what is success, still thinking in terms of 
monetary success and just wasn’t thinking the term 
‘success’ in terms of what I would like it to mean, which is 
just to be comfortable where I am, and sort of succeed in 
basic things I would like … but I’ve still got pretty loudly 
that success means being ruthless, and awful to people, 
that’s why I find it hard; the image of business people 
getting ahead; the image doesn’t appeal at all … ”  
 
She had been “really carefree studying for her first degree,” now was 
“feeling more stress, hadn’t actually experienced stress before.” It was 
“important to pass and get a secure job future” and “relatively new to be 
worrying.” She was “more wanting to be successful … now at an age when 
I care more what happens.”  
 
She stated often that she knew she could do it, knew she would, yet had 
much fear and anxiousness that she couldn’t. She procrastinated, needed 
fear or worry to motivate her, and it was annoying to be stressing, even 
though she kept telling herself “I know I’ll be ok.” She feared finding she 
didn’t have it in her or “should not be doing that degree,” though she wanted 
to, and “irrational fear” she tried to hide and dismiss because she knew she 
could. Fear didn’t help motivate, just made her feel bad, and “guilt only 
motivates to procrastinate.” She didn’t know whether fear motivated her or 
undermined her. She would just get in there and do it, yet she didn’t want to 
“just in case it turns out to be awful.”  
 
4.1.3.2.2. Significance of her success issue.  
 
Of the ten students selected for analysis, student 1.10’s notes are the only 
ones that contain the word “successful.” The word “success” appears only 
three times in consultants’ notes for all the sessions of the remaining nine 
students. Notes for student 1.03 contain the word “success” and that was the 
consultant’s request for the student to make a statement about success in 
order to determine if there would be a stress response. Early in session 1, 
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student 2.01 considered “fear of success, judged as a smart ass,” and student 
2.06 chose as her new self-talk: “success is my reality.” The rarity of 
appearance of this theme with the other nine students makes it of particular 
interest in interpreting the data for student 1.10. 
 
The student clearly was conflicted about success, and her thinking about BB 
identified feelings makes sense of this conflict: involved or discouraged, 
needed or wounded, sincere or defeated, essential or dumb. The youngest 
child, she felt “not-needed,” “not-involved” with her family, felt “dumb” in 
her family that she regarded as very intelligent. Throughout her schooling, 
from first grade through her first university degree, her priority was on 
cultivating a social life where she felt needed, which makes sense of 
“stressing about whether I have done enough for my friends.”   
 
Early in session 2, the student was reminded of the issue of fear of success: 
“you have to be awful and ruthless to have success.” After discussion she 
now wanted success, “put a lot of work into it,” but was worried that her 
best wasn’t good enough and she couldn’t show her knowledge in exams. 
The feelings reliable or self-punishing were identified, under the categories 
“Equality” and “Grief and Guilt.” “Yes I feel guilty if I can’t help people 
who ask; … I have an obligation to give up things, exploit myself to help 
others.” These words were identified for her issue of academic success, but 
her conscious response was to think of being reliable for others. An 
association was made between her anxiety about academic success and her 
need to help others, her need to be needed by others. She had not been 
reliable for herself, including her academic success. She was trying to be 
reliable for everyone else.  
 
Beginning session 4, she stated that she now was not afraid of being 
successful; she was afraid of not being successful, a fear of failure. A 
summary analysis of her story of stress follows, with an extensive story 
analysis presented in Appendix F. 
 
4.1.3.2.3. How the BB helped her understand her emotional stress  
 
Feeling lonely in her family by age 3, she grew up thinking she was 
different from the rest of her family, less intelligent, felt not-needed and not-
involved, wounded and discouraged. School was a place to have many 
friends with whom she did not feel as dumb as in her family, where she 
could have company and fun and be needed. Having spent so much of her 
schooling being “carefree and mediocre,” she was anxious about daring to 
want to be successful. She knew she could be, yet, with pressure at 
university, fear was activated, along with the feelings unimportant, dumb, 
wounded, discouraged, and threatened and they did not motivate her to 
study. Conflicted about whether she was intelligent enough to be successful, 
she “stressed about” being reliable to the friendships she had cultivated in 
order to feel needed, and self-punishing guilt for failures there.  
 
Her thinking about the BB words revealed a complex story of her fear of 
success. She recognised how she had withdrawn from her family to avoid 
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the painful feelings not-needed, wounded and unimportant, felt not-involved 
and discouraged, and regarded herself as dumb and mediocre. She came to 
understand the meanings of her fear of success and her fear of failure, and 
could choose success. In session 4, she could recognise her affection for her 
parents, some pride that she was joining them in the teaching field, and 
some new challenges with which to deal. Having acknowledged affection 
for her parents, she now missed them and it was disturbing her studies. 
Though she unequivocally wanted success, under pressure she would have 
to counter feelings associated with old habits of playing dumb, and not-
involved, and would reinforce knowing that she could and would succeed. 
She realised the importance of a focus on what she wanted, and on trusting 
herself. 
4.1.3.3. Summary of results for part 1 analysis 
 
1. Analysis of data (4.1.2.1., Appendix E) demonstrated how thinking about 
two identified polar opposite feeling words, then considering BB associated 
words, easily led to extensive exploration of current experiences of emotion. 
 
2: Analysis of data (4.1.3.1) of 4 sessions demonstrated how use of the BB 
and SRI had evoked a complex narrative of feelings and thoughts that made 
sense of the student’s current emotional reactions. She could think about her 
interpretations of experiences at certain ages, especially early childhood and 
adolescence that had shaped her current life. Some ages were revisited 
throughout 4 sessions to enhance her understanding of her emotional 
reactions. Exploration provoked by the words “reliable” and “self-
punishing” revealed the meaning of her emotional stress as trying all her life 
to be reliable to parents, siblings and friends, instead of discerning in terms 
of her own best interests. Her thinking about identified BB feelings 
suggested a title statement for her story of stress. Benefits of her BB aided 
exploration were clear: she understood reasons for her emotional stress and 
was responsible for positive feelings with a new sense of the meaning of 
reliable. 
   
3: Analysis of data (4.1.3.2) revealed a student’s struggle to choose success, 
which greatly surprised her as she had often spoken of an irrational fear of 
failure and, throughout life, thought herself “stupid” and felt dumb. 
Identified BB words enabled her to understand that she had, since childhood, 
been avoiding the pain of feeling not-involved and not-needed in her family, 
as well as other BB associated feelings. She  acknowledged that she wanted 
to be as successful as her parents, and chose success.   
 
4. Students were able to “complete their stories” as they (a) discussed 
priority issues at the beginnings of sessions; (b)  acknowledged their 
feelings identified by the BB and SRI; (c) thought about the feelings and 
gained new perspective on their experiences and issues; (d) attended to ages 
indicated by the body’s stress responses, and explored experiences 
associated with issues; (e) discovered thematic resonances of current stress 
with stories of childhood and adolescence.  
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5. The implications of feared failure (Covington, 1992) and of what was 
wanted (Maturana & Bunnell, 1998) were revealed in students’ thinking 
about identified feeling words. They attended to experiences of events 
whose significance they were enabled to explore and reinterpret by self-
initiated thinking about their own feelings. They came to think differently 
about what was already available to episodic memory or time-line review.  
 
6. Students’ thinking differently about their experiences of emotional stress 
resulted from attending to BB feeling words their body’s stress responses 
identified not from having their beliefs confronted or challenged by 
someone else. They could notice previously neglected or avoided data of 
experience, particularly feelings, allowing these to be integrated into life 
narratives.  
 
Analysis has shown how the BB assisted the students to attend to their 
emotion experiences, and to explore emotional reactions by evoking “stories 
of stress” in which they thought differently about emotional stress. Analyses 
also suggested that it would be valuable to compose “stories of stress” from 
the data of all four sessions, for each of the other eight students, as a next 
level of narrative analysis. These stories are collected in Appendix H and, 
together with the 2 stories analysed in part 1, form the basis for the 
interpretive work  of part 2. 
 
4.2. A structured study of emotional stress of 10 students 
 
Introduction 
 
Various levels of interpretation are associated with this study of emotion 
experiences and emotional stress.  
1. people interpret their experiences of events, and their interpretations 
become beliefs; beliefs of the adaptive mind feature strongly in 
emotional reactions; 
2. students thought about current emotion experiences in terms of 
identified feelings rather than in terms of beliefs; such thinking 
interprets experiences differently from discussing or challenging 
beliefs; 
3. the BB and SRI allowed students to access their early life 
interpretations of experiences in ways they could think differently 
and reinterpret those experiences; 
4. though consultants were asked to record students’ thoughts as 
completely as possible, the notes would, to some extent, be 
interpretive; 
5. I have thought about consultants’ notes and identified themes and 
structures to demonstrate how the BB assisted students explore their 
emotion experiences and understand emotional reaction patterns; 
6. further interpretation of data for 8 remaining students has developed 
“stories of stress” which are contained in Appendix H, and form the 
basis of analysis which will be presented in part 2. 
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Narrative analysis is appropriate for endeavours to understand the 
complexity of others’ experiences of events or situations, however there is 
no one unifying method of interpreting stories (Riley & Hawe 2005). 
Complexity was immediately obvious in the unique data set of this study, 
and use of data evoked by the BB and SRI has demonstrated a way by 
which to make research into the subjective components of emotions less 
complicated. This way has explored complex emotion experiences and the 
narrative histories of emotional reaction patterns while ensuring the 
individuality of the participants and honouring the complexity of their 
stories of stress.  
 
Riley and Hawe (2005) differentiate story from narrative, the former being 
the original data set and the latter the result of narrative analysis: “people 
tell stories, but narratives come from the analysis of stories. Therefore, the 
researcher’s role is to interpret the stories in order to analyse the underlying 
narrative that the storytellers may not be able to give voice to themselves. (p. 
227)” Students in this study did not “tell stories” in that sense, but they did 
interpret their experiences while thinking about identified BB feelings. 
Consultants’ notes recording their thoughts provided narrative data for 
analysis, and “stories of stress” resulted from the researcher’s interpretive 
analyses of the raw narrative data. 
 
According to Riley and Hawe (2005, p. 230.) narrative analysis allows one 
to “determine the narrative’s plot of what the story is about. The plot of a 
person’s narrative is the organizing theme that brings coherence to the 
telling of events” and individually identified BB feeling words bring 
coherence to students’ stories. Analyses of students’ thinking about their BB 
words has enabled unique plot statements, called “the heart of the matter,” 
as well as titles for the stories. These are ways to define the meaning of their 
emotional stress, and are provided for each student in the analysis below and 
in Appendix I. 
4.2.1. Defining the meanings of the students’ emotional stress 
 
Analyses in part 1 of this chapter revealed, in students’ stories, intelligible 
connections between issues identified before and at the beginnings of 
sessions, identified BB feeling words, and their thinking throughout their 
sessions. Students (a) discussed priority issues; (b) acknowledged their 
feelings identified by the BB and SRI; (c) thought about the feelings and 
gained new perspective on their experiences and issues; (d) attended to ages 
indicated by the body’s stress responses, and explored experiences 
associated with issues; (e) discovered resonances in current emotional stress 
with stories of childhood and adolescence. These five themes suggest a 
structured approach to analysis of the 10 “stories of stress.” 
 
A title has been composed by the researcher for each story, using identified 
BB feeling words, providing an initial definition of the meaning of the 
student’s emotional stress. An analysis of the meaning of each student’s 
emotional stress will present the following four elements: 
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(1) Initial Information.  
Before the sessions began, students were asked in various ways, using an 
Information Gathering form (Appendix C), to reflect on and define their 
stressors in both Academic (A) and Personal life (P). For both (A) and (P), 
they were asked to state: (i) priority stressors: (ii) what I don’t want; (iii) 
what I do want; (iv) how stress in (A) or (P) contribute to stress in the other. 
A précis of this information is presented in the left column of tables below 
for each student. 
 
(2) Initial discussion in sessions.  
At the beginnings of sessions, students were invited to discuss their current 
stressor issues which are reported in the Stories of Stress for students 1.10 
and 2.12 in Part 1 of this chapter, and for eight students in Appendix H. 
Because of an abundance of data in the notes, a précis of these discussions is 
presented in the right column of the tables below for each student. Some of 
these reports are lengthier, but I am reluctant  to abbreviate further this rich 
data which provides a context for the students’ thinking about the BB words.    
 
       (3) Student’s thinking about the BB words.  
Following initial discussions, the BB and SRI helped identify students’ 
feelings. Their subsequent thinking about these feelings was recorded. 
Analyses above and in Appendix H have shown a predominance of feelings 
in the categories Grief and Guilt and Fear of Loss, so their responses will be 
differentiated as “Grief and Guilt thinking” and “Fear of Loss thinking.” 
Statements of the form “I want and trust my ability to . . .” have been 
included when they refer to BB words. Students were prompted to complete 
the statement as a way to attend to what they wanted and to recognise their 
self-doubt. For example, student 1.10 recognised that trusting her ability to 
be successful was a key issue. Sometimes, in the student’s thinking, a 
positive polarity feeling word indicates negative stress. For example, one 
may be trying to be reliable to or for others, rather than just being reliable 
for self. 
 
       (4) The heart of the matter (plot).  
The BB has allowed students to go to the “heart of the matter” of their 
experiences of emotional stress. The author’s précis suggests a definition of 
emotional stress for each student, in BB terms, and a focus of central themes 
that emerged in the intervention following the use of the BB.  
 
       (5) The flourishing of life. 
This section will provide a summary statement expressing the students’ 
choices and projected changes for a flourishing of life. 
 
Stress issues reported in the “initial information” and “initial discussion in 
sessions” appear to be typical of those expected for university students 
(Ross, Niebling, & Heckert, 1999) and discussed in Chapter 2, thus will not 
be analysed thematically in this study. This study is concerned with 
understanding the students’ emotional experiences of their stressors, through 
analysing their thinking responses to the identified BB feeling words. Ten 
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stories were analysed for part 2, with four presented below and the 
remaining six placed in Appendix I. 
 
4.2.2. The Stories 
 
In the left columns of the following tables (A) = academic stress; (P) = 
personal stress.  
Students’ thinking about the BB words presented below is their thinking 
when the words are identified.  
The “Heart of the Matter” statement represents their thinking response to the 
words throughout their sessions incorporating their time-line reflections.   
  
 Student 2.01. Story 6.  
 
Title:  I feel very reliable for everyone and I can’t do something till I get 
it right; I’ll feel self-punishing and despondent. 
 
Table 1: Initial stress data for student 2.01 
  
(2) Initial discussion in sessions  (1) Initial Information  
(1) Essays; kids don’t listen; not cooperative 
unless I scream . 
 (A) exam essays, 
retaining info, feeling I 
can’t cope; late for uni 
when kids play up; 
always rushing from one 
place to another.  
Want peace, better 
coping skills.  
(P) essays, family 
routine, stress and 
unhappiness, with essays 
due, don’t want to talk to 
family members, or think 
about anything else.  
Want better coping skills.  
 
(2) Scary, stress, panic required to get things 
done; it’s unpleasant; panic attacks; try to be 
more organised; panicky person; last semester 
was horrible.  
(3) found photo of school; not very nice teacher; 
first day in class kept hitting me; why’s she hitting 
me? Someone told teacher it wasn’t me and she 
stopped; ignorant bitch; first day of grade one in 
Aus; came from England; group presentation 
today; interpersonal skills: attending, reflecting; 
verbalising back; very nervous, about letting 
others down. 
(4) Want more confidence speaking in public; 
dread it, panic; to be able to take in information 
that is so academic more easily; have to translate 
it before absorbing; maybe just make things 
harder than should be. 
 
 
 
(3) The student’s thinking about identified BB words:  
 
Grief and Guilt thinking: reliable or self-punishing + concerned or 
despondent: reliable for everyone, go into “should have;” same for 
everyone on project team; despondent is like depression when I can’t learn; 
submit at last minute in case something can be improved; one due in 2 days 
not finished; fear success, judged as smart ass; always put things off; scared 
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(of mistakes); work in child care and want to make sure I don’t give others 
wrong advice; lots of people give wrong advice confidently; got job and feel 
not qualified, but learning; want to work with kids; don’t want to do 
anything wrong or harmful; 
 
Fear of Loss thinking: brave or threatened + unified or unimportant; 
threatened means I hate people looking at me, my performance; think I’m 
doing this wrong; facial expressions give me away; so I want and trust my 
ability to do a presentation; unimportant to self “agree with that;” want and 
trust my ability to be confident, being prepared helps; have got better at 
presentation; nervous, not as bad as before; have come along a bit.   
 
(4) The heart of the matter:  
 
I feel very reliable for everyone and I can’t do something till I get it 
right; I’ll feel self-punishing and despondent. The key to this student’s 
story of stress is her need to be reliable for getting it right for everyone else. 
She had grown up trying to be reliable “for everyone” and self-punishing 
when she couldn’t do things right for them. She couldn’t get it right; her 
mother was judgmental and strict, and she felt threatened that she would 
“stuff up” everything she put her hands to. Unfairly punished by a teacher, 
she felt threatened and anger. She was “the smart one” in school, but 
dropped behind when she was promoted a grade, becoming “the dumb one.” 
In childhood, she learned to feel despondent, threatened, and unimportant, 
feelings which still qualified her life as a student. In adolescence, she 
continued to feel threatened as she wasn’t able to cope with many changes 
of school and became despondent.  
 
(5) The flourishing of life: 
 This student would encourage herself to “mellow out,” would be more 
relaxed and “cruising.” She would “change the image” to change herself, 
affirm that she was smart instead of having to “get it right for others.” She 
chose to be happy just relaxing, to be calm. It was important for her to aim 
for clarity, and just do it. She would cultivate confidence that “it’s going to 
go well” and she would be able to verbalize easily. Being confident, and 
encouraging herself to “do it,” would make things easier. 
 
 Student 2.02. Story 7.  
 
Title:  Feeling unimportant to my parents, frightened and threatened, I 
was the reliable one, feeling overlooked and melancholy 
 
Table 2: Initial stress data for student 2.02 
  
(2) Initial discussion in sessions  (1) Initial Info  
 (A) Excessive 
stress with 
assignments; long 
term career goals; 
feel inadequate, 
(1) Partner communication; worry of not doing 
assignment right;   
(2) more confident, did assignment, made decision it’s 
good enough (instead of being perfectionist to the last 
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can’t study when 
relationship 
unsettled.  
Want positive 
learning 
experience, clear 
sense of career 
direction; what am 
I studying for?  
(P) excessive 
arguments, tension 
communication 
difficulties, 
assignment 
deadlines, career 
goal planning. 
Want peace, ability 
to relax, 
communicate with 
partner. 
minute) won’t put myself under pressure of last 
semester; good marks might be possible without all the 
pressure; want to enjoy assignment writing rather than 
it be chore;  
(3) writing assignment easier; used last session 
affirmation; to enjoy the task (writing identified as 
major issue last session); feeling fragile physically; 
balance and hearing illness; adjust to “getting older;” 
worry about ability to work, chronic back pain, fusions; 
learned to deal with that; “haven’t I got enough 
(trouble)?” life should be fair; changing all the time; 
handed in today (wed) something due next week, didn’t 
do the usual obsess till have to hand in; reasonably 
happy, good enough; reduces stress, will see how this 
works; being firm with self: “it’ll do nicely,” instead of 
frantically meeting deadlines; doing better, first part of 
large assignment due in 8 weeks is done; can continue 
without rushing; not spending so much time on short 
papers; GP recently said stop stressing, rest, lie down; 
stress about handwriting. 
(4) lovely week; bought journal and pen for birthday 
(choice last session); started writing, “fun,” a poem; will 
keep doing “writing for fun,” “may not be best quality 
in the world;” can’t think of issue off hand, perhaps 
pressure of work leading to holiday time. 
 
 
(3) The student’s thinking about identified BB words: 
 
Fear of Loss thinking: Brave or threatened; as small child, yelled at, told I 
was impertinent, but didn’t really know what it meant, fighting with father 
as adolescent. 
 
Grief and Guilt thinking: productive or ruined: want and trust my ability 
to express myself in writing; reliable or self-punishing, guilty by not 
feeling happy, concerns partner. 
 
(4) The heart of the matter:  
 
Feeling unimportant to my parents, frightened and threatened, I was the 
reliable one, feeling overlooked and melancholy. The key to this student’s 
story of stress was her perfectionism and an inability to enjoy her work or to 
do what she enjoyed. She had been expected to be the perfectly good baby 
and child, but felt unimportant to parents. She had learned to be frightened 
of making mistakes or of being creatively different. Her mother discouraged 
her fun and play with words, and, at age 13, her father said she’d be useless 
doing what she wanted (GP like him); her love of writing was ruined, and 
she lost interest in study. By age 17, she was neglecting study and popular 
with lots of friends, to whom she was reliable. She settled for a miserable 
marriage and lesser job in which she was the reliable one. She was trying to 
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be creative, but not where she was really creative, which was causing 
excessive stress.  
 
(5) The flourishing of life:  
 
She chose to take care of herself and gave herself a present of a good quality 
book to write in and a pen. She completed an assignment quickly and 
celebrated with her partner. She wrote more, and was learning a new duet 
(concerto) with her partner. She chose to be affectionate, especially in 
caring for herself, to love herself and to be calm. She would encourage 
herself to believe in herself, to be proud of herself, and to be open. 
 
 
Title: I couldn’t get mother to show interest and listen, so I felt 
threatened, defeated, dumb, withdrew and hid myself 
Student 2.03. Story 8. 
 
Table 3: Initial stress data for student 2.03 
  
(2) Initial discussion in sessions   (1) Initial Info  
(1) marriage situation; don’t know where it’s 
going; new semester, new subjects. 
 (A) Pressure, 
inadequacy, study and 
assignments, work stress, 
monotony, home 
problems affect ability to 
focus and concentrate.  
(2) Since last session standing tall and speaking 
my mind; easy with practice; things I would have 
let go with husband, I am calm and descriptive 
and he’s quite receptive; bit by bit break down 
awful assignment; makes it much better; need 
focus on studies; to put in more; high exam stress. 
Want to be gainfully 
employed in a 
productive, rewarding 
area.  (3) Everything feels on even keel; nothing major; remembered trauma at 1½ (last session) missing 
grandmother; had left NZ; relationship with 17 
year old daughter going downhill; nothing 
pressing in academics; want this consultation for 
interpersonal skills: listening, responding; feel ok 
about this; have put in time preparing for session. 
(P) Family, my and 
children’s future, 
difficult relationship, 
lack of family time due to 
study commitments, 
extra stress which is 
released on family 
members due to uni 
stress.  
(4) Going easy; maybe too easy; assignments 
piling up; break it down and will get there; lots 
due in two weeks; focus of life is on assignments; 
home life ok. 
Want harmony, 
contentment. 
 
(3) The student’s thinking about identified BB words:  
 
Fear of Loss thinking: brave or threatened; as a child quiet and reserved, 
invisible; fearful of drawing attention, and retribution; would run away; I 
want and trust my ability to speak publicly; in exams you only get one go, 
weighted heavily (big % of grade to exam) so much to cover in subject; 
 94
don’t really understand; want and trust my ability to pass the course; 
essential issue of belief in self;  
 
Grief and Guilt thinking: sincere or defeated; easily recognise the feelings; 
defeated means also dumb and don’t say much, withdraw; communication 
barrier; daughter spreading her wings; I’m not fitting her expectation, nor 
trying; fear rejection; like to be involved in her life, but less involved; 
defeated means don’t know where to go; very inadequate; maybe don’t have 
the abilities; focus on guilt; just getting life back in myself; quite enjoying it; 
but should I study when maybe should be with daughter? this is affecting 
academic life; tricky complex time; want to be her friend; I want and trust 
ability to communicate with her; reliable or self-punishing + 
unappreciated: with kids always applies; self-punishing by withdrawing; 
belief that I am not-equal; I want and trust my ability to stand and be equal.  
 
(4) The heart of the matter:  
 
I couldn’t get mother to show interest and listen, so I felt threatened, 
defeated, dumb, withdrew and hid myself. The keys to understanding her 
story of stress were feeling threatened and tendency to withdraw. While she 
wanted to feel and be brave, sincere and reliable, she recognised herself 
feeling threatened, defeated, dumb, self-punishing, unappreciated, 
inadequate, guilt. Since childhood she had been “the meat in the sandwich” 
between a brother and a gorgeous sister, never learned to fit in anywhere. 
She wanted her mother to talk and play with her, to know who she was, but 
was made do what she hated. She gave up trying to get her mother’s interest 
and withdrew. She grew up thinking she wasn’t liked, without a self, and 
jealous of her sister. Having little sense of self or direction, she moved a lot 
and tried to find a place to fit in. She still felt threatened and withdrew.  
 
(5) The flourishing of life:  
 
She chose to “stand tall,” share from the heart what mattered, listen to 
herself and regard what she heard as important, be “compatible in my skin.” 
Reliable would mean that she had completed her work and was pleased with 
herself. She would feel positive and satisfied, stronger and confident. Now 
she was willing to fight for understanding with purpose. Sincere would 
mean being “up front,” explaining her feelings without justifying, realising 
it was valid to know how she felt. Her daughter was in a similar situation as 
she had been, and she would be relaxed, more open with her daughter in her 
essential interests, conversing with agreed on equal grounds. 
 
    
 Student 2.06, story 9. 
 
Title:  I’ve felt dumb and defeated all my life, general resentment, and no 
one is ever interested in what’s essential to me. 
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Table 4: Initial stress data for student 2.06 
 
(2) Initial discussion in sessions (1) Initial Info  
(1) unhappiness, not feeling fulfilment in personal 
life; guilt, should be doing more study; fear not 
smart enough for psychology; stress with husband 
and mother; as teenager wouldn’t give up without a 
fight; most of life “faking” it with husband; over 
three years asked him not to do something; he 
continues, hasn’t heard; maintain appearance of 
happiness; get ¾ way through an essay and that’s 
enough; way of getting back at parents. 
 (A) Recall in exams, 
doubt intelligence, 
others perception of it; 
guilt, mother and 
father have always said 
I’m intelligent; they 
didn’t provide study 
environment; strained 
relationship with them; 
when I get good mark: 
“you’re intelligent, we 
never wanted you to 
leave school;” they had 
some responsibility for 
me leaving.  
(2) More tolerant since last session; discussed self-
responsibility; issue of fulfilment and contentment; 
feels ripped off by person building deck; husband 
felt for him; wish he could stick up for himself more.  
(3) exam ok till last question, until lecturer said 10 
mins to go; panicked wrote quickly, but now realise 
I missed points; husband didn’t ask how exam went, 
until I got angry, lack of interest in what I’m doing, 
selfish; I worked to give him his day; haven’t talked 
to him for a week; his interest in me is surface only; 
about expectations of what a marriage relationship 
should be; realised that uni is about me; he needn’t 
go into academic side deeply, just acknowledge 
“how did you go in exam?” I can voice what I’m 
feeling, he’s not accepting or listening;  
Want self-recognition, 
self- trust.  
(P) Studying for exams, 
putting it off, so I have 
excuse why I didn’t do 
well, put this stress on 
family: “I’m trying to 
study, please 
understand by…,” 
unhappiness, not 
fulfilled.   (4) nothing troubling personally; feel great really; would love to study psychology but don’t know if I 
will succeed; fear of failure Want contentment, 
pleasure of simple 
things SRI directed go to age 4: prep school; religious, catholic and educational institutions (see below on 
essential or dumb)  
 
(3) The student’s thinking about identified BB words:  
 
Grief and Guilt thinking: fascinated or hurt + lucky or betrayed; about 
parents’ behaviour; all feelings of categories interest or resentment; no one 
interested enough (teachers, etc) to ask what was going on (age 12 and 14); 
essential or dumb at age 4; sums up catholic education system in that age, 
expectations; expect a bang or poke in the back, same is happening now; 
sincere or defeated: only so many times will try; in the end just don’t bother; 
thus not-sincere to self; just tell them what they want to hear to get through. 
 
Fear of Loss thinking: receptive or incensed: feel let down that husband 
hasn’t lived up to share of parental responsibility, neither partner nor human 
being; understand childhood he is coming from, but I’m not willing to 
accept it as an excuse anymore; know I deserve better things; cater to him; I 
want and trust my ability to find what I’m looking for; I know I can survive 
within marriage; to have uni and personal goals; deserving or opposing: 
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until recently didn’t fit into study group socially; this year put foot forward; 
started own group and fitting in; frustrated all my life about being 
controlled by others, mother, father, in-laws, friends; stayed with friends 
and haven’t heard from them since; thought we’d connected, shared private 
info; husband and I hurt by that. 
 
(4) The heart of the matter:  
 
I’ve felt dumb and defeated all my life, general resentment, and no one is 
ever interested in what’s essential to me. The key to her story of stress was 
considerable resentment and guilt, believing she didn’t deserve to follow 
her interests in life. During childhood, her father was abused by mother and 
unable to protect her from abuse. She felt dumb, and most of life believed 
people had no interest in her, nor respected her interests. Maybe she didn’t 
deserve their interest.  Children can be mistreated by teachers. They aren’t 
well accepted, especially if society’s rules aren’t observed; that makes it 
difficult to be sincere, so one always feels defeated. She got herself out of a 
bad situation and was on her own, but wasn’t really sincere in relationships, 
found herself in a horrible work situation. She feared that she was too dumb 
to study psychology, perhaps not deserving of having her real interest. If 
you expect to feel dumb so early in life, you can’t follow your essential 
interest, and does anyone care?  
 
(5) The flourishing of life:  
 
She decided to deal with situations before they became stressful. She had 
been too cautious in making friends, and would be more trusting of people 
around her. She would love herself and live life rather than faking it, smile 
more, and would keep telling herself “success is my reality.” 
 
4.2.3. Summary of results for part 2 analysis. 
 
 
1. Analysis presented stories for each of 10 students structured by themes, 
central to which were students’ thinking responses to the identification of 
BB words.  
 
2. Chapter 2 discussed narrative as an evolved stress regulator, and trauma’s 
interference with the integration of data into life’s narratives. Resolution 
requires reinterpretation allowing integration of avoided data, such as 
feelings, into narratives. Reinterpretation would result in changes of beliefs 
and open to more life-enhancing choices. Analyses of 10 stories have shown 
students thinking differently from their initial discussions of issues, in 
response to BB feeling words.  
 
3. A narrative’s plot is the organizing theme that brings coherence to a story 
(Riley & Hawe, 2005). Students’ thinking in response to identified BB 
feeling words expressed the meaning of their emotional stress, and analysis 
allowed plot statements to be formulated. These paragraphs “go to the heart 
of” historical narratives of their emotional reactions, and present their life-
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enhancing changes. Titles for stories were also formed with key BB feeling 
words for their sessions. 
 
4. It was expected that feelings associated with fear of loss motivation 
would be well represented, and analysis shows that feelings associated with 
guilt are also highly represented, thus “fear of loss thinking” and “grief & 
guilt thinking” were differentiated. According to student 1.10, “fear doesn’t 
help motivate” whereas “guilt motivates to procrastinate.” These results 
suggest that further study of what has been called “Grief and Guilt thinking” 
would be beneficial for understanding students’ emotional stress. 
 
4.3. Equality or Grief & Guilt thinking  
 
4.3.1. Determining the frequently identified BB words 
 
Table 5 presents BB words identified, using the SRI, at the beginnings of 
sessions for all ten students. Words bracketed are either associated with the 
identified words, and discussed in the session, or were identified by the SRI 
later in sessions.  
 
Table 5.  Initial BB words for sessions.  
Stud/Story Session 1 Session 2 Session 3 Session 4 
1.03;3 considered or 
overlooked (fiery) 
involved or 
discouraged; 
affectionate or 
frightened 
cooperative or 
conquered; 
sincere or 
defeated; 
affectionate or 
frightened 
(fulfilled, 
belligerent) 
brave or threatened; 
cooperative or 
conquered 
1.04;4 tuned in or 
embarrassed; 
cooperative or 
conquered; 
betrayed, choice, no-
choice 
receptive or 
incensed; fascinated 
or hurt  
considered or 
overlooked 
(melancholy) 
(cooperative or 
conquered)  
congruent or 
immobilized 
1.08;5 affectionate or 
frightened 
brave or threatened; 
seething; sincere or 
defeated (dumb, no-
choice) 
 
cooperative or 
conquered 
(betrayed) 
(brave or 
threatened) 
sincere or defeated; 
brave or threatened 
(unimportant, seething) 
1.10;2 involved or 
discouraged 
(needed, dumb) 
reliable or self-
punishing; sincere 
or defeated (no 
choice, dumb) 
cooperative or 
conquered  
brave or 
threatened 
(unimportant) 
reliable or self-
punishing; brave or 
threatened (unimportant) 
2.01;6 reliable or self-
punishing 
concerned or 
despondent 
brave or 
threatened 
unified or unimportant 
(protected, prepared) 
2.02;7 brave or threatened 
(unimportant) 
productive or ruined considered or 
overlooked 
(melancholy) 
(sincere or 
defeated) 
reliable or self-
punishing (affectionate 
or frightened,  fulfilled or 
morbid, belligerent) 
2.03;8 brave or threatened brave or threatened sincere or 
defeated (dumb) 
reliable or self-
punishing 
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(unappreciated) (not-
heard, not- considered,  
uncared-for) 
essential or dumb (not-
prepared, not 
acceptable) 
2.06;9 deserving or 
opposing; fascinated 
or hurt (betrayed) 
Interest or 
resentment (total 
categories)  
frustrated 
receptive or 
incensed 
2.08;10 fascinated or hurt; 
(Grief & Guilt) 
(needed or wounded) 
fascinated or hurt 
(lucky or betrayed  
 fascinated or 
hurt 
(embarrassed) 
jubilant or picked-on 
(congruent or 
immobilized;  
approachable or 
bothered, burdened) 
(not-proud not-daring, 
not- motivated, let-down) 
(calm) 
2.12;1 reliable or self-
punishing 
brave or threatened 
(unified) 
 
reliable or self-
punishing 
reliable or self-
punishing; proud or 
unwelcome 
  
The BB words identified by the SRI for the ten students over four sessions 
are presented in categories in Table 6; numbers in the right column indicate 
in how many sessions the words were identified. Words identified more 
than twice are in bold font.  
 
Table 6. Identified BB words in their Categories 
Category BB feelings motivating Approach or Avoidance  
1. Acceptance/Antagonism Approachable or bothered 2 (burdened) deserving or opposing 1 
 
2, Willing/Anger receptive or incensed 2 ( uncared-for, belligerent, seething) 
 
 whole categories 1, fascinated or hurt 5  (embarrassed, needed or 
wounded 2; tuned in or embarrassed 1 (understanding, unappreciated, 
rejected,  essential or dumb 2) 
3, Interest/Resentment 
 
jubilant or picked-on 1; attractive or frustrated1. 4. Enthusiasm/Hostility 
 
motivated or let-down 1; brave or threatened 11; proud or unwelcome 2; 
considered or overlooked 3  (fiery, not-considered, not-heard) 
affectionate or frightened 4 
5. Assurance/Fear Of Loss 
 
reliable or self-punishing 8; involved or discouraged 2; sincere or 
defeated 7;  cooperative or conquered 6; lucky or betrayed 4; concerned 
or despondent 1;  productive or ruined 1; 
6. Equality/Grief & Guilt 
 
7. Attunement/Indifference congruent or immobilized 2. 
 
8. Oneness/Separation safe or unloved 1 (furious, not-heard) unified or unimportant 1 
(protected, prepared, fulfilled, morbid, melancholy) 
 
9. Choice/No Choice  
 
Feelings from category levels 6 Equality or Grief & Guilt, and 5 Assurance 
or Fear of Loss, are the most frequently identified in the session data, 
suggesting that emotional stress overwhelm for the group could be 
associated with a predominance of grief & guilt and fear of loss motivation. 
Though the feeling pair brave or threatened was the most frequently 
identified (11 times), feelings of the category Grief & Guilt were 
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represented more than feelings of category Fear of Loss. Feelings of the 
categories Enthusiasm or Hostility were rarely identified and will not be 
considered in the coming analysis; I shall discuss likely reasons in Chapter 5.  
 
Use of the SRI identified the word pairs, reliable or self-punishing 8 times, 
sincere or defeated 7 times, and cooperative or conquered 6 times. The pair 
fascinated or hurt was identified 5 times and its associated lucky or betrayed 
was discussed 4 times. Category levels 6 and 3, Equality or Grief & Guilt 
and Interest or Resentment are associated and, together, are the most highly 
represented; the associated categories 5 and 2, Assurance or Fear Of Loss 
and Willing or Anger, take second place. These frequencies suggest that this 
group, when in emotional stress overload, may tend to be motivated more 
by feelings of grief and guilt and resentment than by feelings of fear of loss 
and anger. This section will now study what may be called the students’ 
“guilt thinking.”  
 
N6 indexing was used to study data at nodes: reliable or self-punishing, 
involved or discouraged, sincere or defeated, cooperative or conquered and 
lucky or betrayed, in order to develop an understanding of Grief & Guilt 
thinking for the group. 
 
4.3.2. Thinking about feelings of Grief & Guilt  
 
Motivation includes feelings one doesn’t want, that support a sense of grief 
and guilt (avoidance or negative motivation), and feelings one wants to 
cultivate, that support a sense of equality (approach or positive motivation). 
In emotional stress overload, avoidance motivation includes painful feelings 
on the right side of the BB, and an effort to have the felt states on the left 
side that are lacking. For example, instead of simply desiring and being 
reliable, one may be trying to be reliable, believe one has to be reliable, or 
one struggles to be reliable, evident in analyses in the first part of this 
chapter. Student 1.10 painfully needed to be needed, was not-involved, and 
student 2.12 so much tried to be reliable. Thus the wanting, or the desire for, 
feelings in the Equality category would tend to become a struggle for 
Equality for an individual who is under emotional stress, such as when one 
is trying to be reliable to or for someone else, and such efforts need to be 
noted in a study of Grief & Guilt motivation.  
 
Table 7 presents an extract from the Behavioral Barometer of words 
identified in the following analysis of students’ thinking about Grief & Guilt. 
Only BB words that were identified more than twice, or those that were 
discussed by association with identified words, have been listed. 
 
Table 7. Identified BB words for thinking about Grief & Guilt 
INTEREST 
Fascinated 
Needed 
Understanding 
Essential 
Tuned-in 
**** 
**** 
****  
RESENTMENT 
Hurt 
Wounded 
Unappreciated 
Dumb 
Embarrassed 
**** 
**** 
****  
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EQUALITY GRIEF & GUILT 
Lucky Co-operative Betrayed Conquered 
Involved **** Discouraged **** 
Reliable **** Self-punishing **** 
Sincere **** Defeated ****   
 
Categories Equality and Grief & Guilt list feeling words on the 
Subconscious level and categories Interest and Resentment list associated 
words on the Conscious level. Standard practice by One Brain consultants 
over twenty years has regarded words on the levels to be associated and 
clients usually are asked to consider this. For example, the positive feeling 
involved is associated with needed, while the negative feeling discouraged 
is associated with wounded. In addition, the BB’s structure has associated 
words that are qualitatively different but easily experienced simultaneously. 
For example, one who is fascinated with someone or something would be 
tuned-in, or, when feeling hurt, would likely also feel embarrassed. Clients 
may be asked to consider these associations, which are evident in session 
data. The researcher’s interpretations are presented in bracketed text in bold 
font.  
 
Section headings below identify associated pairs of feelings. Feelings 
involved or discouraged are associated with needed or wounded. Feelings 
sincere or defeated are associated with essential or dumb. Feelings reliable 
or self-punishing are well represented in the data while associated words 
understanding or unappreciated are mentioned and not explored. Feelings 
lucky or betrayed are associated with fascinated or hurt, and cooperative or 
conquered are associated with tuned-in or embarrassed. Fear of Loss and 
Grief & Guilt categories will be abbreviated to FOL and GG. Though the 
focus will be on feelings in the GG category, FOL feelings sometimes are 
included in the following analysis as they elaborate on GG feelings. 
  
The purpose of this part of Chapter 4 is to demonstrate how narrative data, 
evoked by the BB, can be interrogated at a deeper level to understand 
people’s thinking in general about an emotional experience, in this case 
experiences of grief and guilt. Analysis of thinking about reliable or self-
punishing is lengthy, and, since the words were discussed in part 1 of this 
chapter with student 2.12, the analysis has been moved to Appendix J. For 
purposes of brevity within the main text of this thesis, analysis of students’ 
thinking about involved or discouraged, significant for student 1.10, has also 
been moved to Appendix J. 
 
4.3.3. Sincere or Defeated, associated with Essential or Dumb  
 
Student 1.03, session 3.  Sincere or defeated were identified to facilitate 
willingness to do the session gently, however there is no recorded 
discussion of their meanings for her. Defeated is thus associated for her with 
affectionate or frightened, which predominated in her 4 sessions. (being too 
frightened to be affectionate with men because of her childhood 
experiences, she felt defeated; she found it difficult to be sincere with 
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significant men in her life; it would have been beneficial had the 
consultant helped her explore meanings of feeling defeated). 
 
Student 1.08, session 2. Associated with defeated are dumb and  no-choice: 
“no-choice means, I’m very young, no responsibilities and no fault, don’t 
worry what others think; then learn I have to live up to others’ expectations; 
sincere means, I want to do what I want to do and not hurt others” (but 
constantly tried to meet others’ expectations, therefore not-sincere and 
feeling defeated); “feel dumb when I fail at things socially; people give 
attention some days, none other days; I’m not good enough, make mistakes 
and think it’s right, when to others it’s wrong.” For age of conception, he 
thought of Mother’s view of life: “life is time and you can’t waste it” (he 
had time he mustn’t waste, but, throughout his sessions, he didn’t know 
how to be for himself and what to do; he was waiting to find out who he 
was and what to do through imitating others; being not-sincere he had 
no-choice). At age  6: (changing country again) “don’t know anyone; or 
what to do.” Age 16: (again changing country and move to high school) 
“wanted to go back; … but can’t go back, choice made; people would be 
disappointed; couldn’t work out why I came here; what’s the point.” 
(throughout his sessions he recognised the overriding influence of 
others on his choices; he was not-sincere, thus really had no-choice).  
 
Session 3: Don’t want to be seen as stupid (dumb is associated with 
defeated, not- sincere, and a key theme of session 2); don’t like making 
others feel stupid (dumb), or others make me feel so; not fair when people 
do this to others; hate arguing; but if others treated unfairly and they don’t 
realise it, I’ll step in; guess I have some morals about it.” 
 
Session 4:  sincere or defeated identified to facilitate willing to do the 
session gently;  defeated meant “I don’t measure up;” this helps understand 
words identified for the session: brave or threatened, and unified or 
unimportant;  “I’m only important when I do what they want (for him, 
unimportant was associated with being not-sincere); everyone’s selfish in 
their own way; be selfish and don’t show it, win them over without looking 
selfish. Age 14: “with friends, doing things I didn’t want to do” (not-unified 
in self, and unimportant, being not-sincere); “no one paying attention to 
my achievement at school, didn’t have many” (dumb). Age conception 
thinking of Mother’s attitude: “life is trying, always trying to make a go of 
life” (therefore trying to be brave and trying to be sincere, not feeling 
brave or sincere; likely to be struggling against feeling threatened and 
defeated).  
 
Student 1.10, session 2. she acknowledged a fear of success, and thought of 
feeling no-choice, associated with defeated and dumb; “we moved in 
childhood; getting the place looking nice then moved; parents worked hard 
to be really successful, productive (associated with sincere) and became 
successful, but couldn’t manage money, only broke even” (therefore not-
productive; hard work and not successful). Sincere meant: “liked 
everyone; would hate if no one liked me; never had enemies would be upset, 
take it personally, if I found someone didn’t like me” (which really means 
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not-sincere, trying to avoid feeling defeated. It would have been 
beneficial had this been explored in the session). Dumb meant “felt really 
stupid; buried myself in friends; too stupid to pursue success in school; too 
stupid to worry about school and doing well; school was social; joked about 
getting lowest scores in family; … didn’t care; ‘I’m the dumbest’ is how I 
dealt with getting lowest marks; handy excuse to say I’m dumb; convenient 
to be viewed as dumb; … not interested in academic stuff; ‘I’m dumb’ an 
attitude, joke I make with myself; but what if it is true? haven’t proven to 
myself I’m not dumb.” Age 3: “don’t know if I was looked after; both 
parents working; everyone else at school; when 4 went to kindy” (she was 
not-involved with family, as discussed above). At conception, thinking of 
Mothers view of life: “life is unfair” (feeling defeated and no-choice). Age 
13: school was nothing but friends and social life (she was involved socially, 
but academically not-involved and feeling dumb).  
 
Student 2.03, session 3.  Relationship with 17 year old daughter was “going 
downhill;” she wanted to improve interpersonal skills. Associated with 
defeated is dumb; “don’t say much (dumb), withdraw, a communication 
barrier; daughter is spreading her wings; I’m not fitting her expectation, nor 
trying (defeated), fear rejection;” defeated meant “I don’t know where to go; 
like to be involved in her life, but less involved; feel inadequate, doubt 
abilities, focus on guilt; just getting life back myself; enjoying study; but 
should I? maybe I should be with daughter; affecting my academic life; 
want to be her friend; very tricky” (the polar opposite of feeling dumb is to 
be essential with one’s interest and she is conflicted in this). Age 2: 
“sister born, Father’s little darling girl he worried about; I stand around 
watching, take it in (dumb), can’t do much about it (no-choice); painful 
rejection; what’s wrong with me?” Age 7: “always had a problem with sister, 
filled with rampant envy and jealousy; was mean to her, the pretty outgoing 
one” (not-sincere in herself, feeling defeated). “I’m careful not to make my 
second-born handsome son more special than the others; his younger sister 
is very extraverted and talented; my 17 year old daughter called herself the 
‘hated child’ last night” (recognised her daughter also felt defeated and 
dumb). 
 
Student 2.06, session 4. Age 4 identified and feelings essential or dumb, 
which are associated with sincere or defeated; “sums up catholic education 
system in that age, the expectations; what’s happening now, (anticipating) 
a bang or poke in the back; … only so many times you will try; in the end 
just don’t bother (dumb and defeated); not-sincere to self; just tell them 
what they want to hear to get through; how else do you learn but to push the 
limits.” (Pain behaviour identified: she focussed on the pain, avoiding the 
issue) “I can’t push the limits, know there is pain, spend my whole life 
worrying about pain, and don’t push the limits” … “all about being 
cautious … making friends, being acceptable … I have the essential interest 
but I always feel dumb” (being essential and sincere would mean being 
acceptable to herself and evolving with her inner dynamism for 
flourishing; thinking she couldn’t push limits, the educational system, 
she felt dumb and defeated). 
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4.3.4.  Cooperative or Conquered, associated with Tuned–in or 
Embarrassed.  
 
Student 1.03, session 3.  cooperative or conquered were identified to 
facilitate willingness to benefit, which meant  for her “cooperative vs. 
competitive;” she didn’t like studying with a buddy, but wished she could 
(suggesting it would likely be more competitive than cooperative, and 
she would feel conquered). For the session, affectionate or frightened:  
“expect so much more in relationships, not so forgiving;” in childhood 
traumas she “withdrew from competition with Mother for Father’s 
affection” was “always frightened affection for a man would be rejected” 
and “wouldn’t initiate” (she had withdrawn from “competition” for an 
affectionate relationship with her father, felt conquered, and she would, 
from then on, be frightened of rejection by men; she reformulated the 
polarity as “competitive vs. conquered,” and, with men, “competitive” 
meant “conquered;” she withdrew, frightened of situations becoming 
competitive; unlike the positive meaning of cooperative, being 
competitive seemed to be an avoidance of feeling conquered, resulted in 
feeling conquered, of which she was frightened; when relationship 
becomes competitive, someone is likely to feel conquered; feelings 
cooperative and affectionate would likely enhance both parties in 
relationships). 
 
Session 4. co-operative or conquered: “I have to be in control of self; co-
operative with self would mean going with the flow.” She felt embarrassed 
that two most recent husbands had left; she had never had conversation with 
her father, whose message was “don’t embarrass me” (tuned-in is the polar 
opposite of embarrassed; conversations are cooperative relationships, 
enhanced by being tuned-in, which she had not learned with her father; 
she withdrew from competition with her mother for father’s affection, 
and did not learn cooperative and tuned-in conversations with men; to 
feel so embarrassed [conscious level] is likely to mean also conquered 
[subconscious level] as further developed below.)   
 
Student 1.10, session 3. Cooperative or conquered identified to facilitate 
willingness to do the session gently:  “Have to conquer self push self, heaps 
and heaps of work; conquered means guilty if the lazy part of me 
conquers … I want it to be cooperation of worker and lazy part, but go to 
extremes” (having to conquer herself, she feels conquered, not being 
gentle with herself; BB polar opposite to gentle is disconnected which 
meant still ‘not clear about success;’ she was not cooperative with self 
and had to fight with herself, and choosing success was “a tough one”).  
brave or threatened were identified for the session: in childhood she felt 
“incredibly unimportant” (body level word associated with threatened); 
she had “the idea” that some people are in the world to do wonderful things, 
others to be losers, while she was one of those in the middle; “resigned to 
being mediocre, though somewhat happy, as long as I pass, because I’m not 
particularly important in the world” (she had not felt involved with family, 
nor able to be cooperative with family growing up; feeling conquered, 
unimportant and threatened are closely associated in her story). 
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Student 1.04, session 1. tuned-in or embarrassed were identified (words 
associated with cooperative or conquered); tuned-in meant “happy, at 
peace, not stressed;” embarrassed meant “try to hide from people and try to 
pretend that it is someone else.” When she was a child her parents fought 
over her father’s gambling and involvement in the football club, in a small 
town; “awful arguments between parents when I was young;” when people 
argue “I get feisty … will stick up for whoever is right; I butt in, particularly 
with my parents … feel embarrassed for others when they argue; it is awful 
to argue in public; get so embarrassed for others when they are having an 
argument.” When she argues she feels “embarrassed as well … and we are 
around people … I go out of my way to apologise to whoever overhears … 
want everyone to think we’re perfect. Don’t want the world to know we 
have flaws (not-sincere), had to be the perfect one.” Mum “perfectionist, 
drives husband and me nuts, …” (helps with anything needing to be done) 
“embarrassing, as if I can’t run a house … embarrassed if people give a 
hand, as if I’m not perfect, I’m not coping;” “I have to say, Mum I’m a big 
girl, can do this by myself.”  “I don’t know about betrayed but I should have 
stuck up for myself more.” (after she had thought about embarrassed, the 
consultant suggested she think about betrayed, rather than the more 
closely BB associated conquered; her discussion seems to suggest 
conquered as she could not cope with her mothers actions. It is likely 
that  conquered would have made sense to the student, however her 
remark suggests also betrayed by self). Concerning associated words 
choice or no-choice, the consultant asked: how much choice do you have in 
that situation? “most situations I suppose I have a choice but I can get 
scared to stand up for myself (in fear she feels betrayed by self and 
conquered). I suppose the choice is there, I just have to (stand up for myself) 
especially with (relatives), maybe family” (feeling conquered and again 
suggests betrayed by self). 
 
Student 1.08, session 3. cooperative or conquered identified to facilitate 
willingness to benefit: “feel betrayed by self; ok motivating myself 
sometimes, sometimes staying in pleasurable things” (like 1.04, he 
identified feeling conquered with feeling “betrayed by self”); “struggle 
against myself; look at consequences, and struggle to do what I have to in 
important things” (to “struggle” against self, in order not to feel 
conquered, meant not-cooperative with self). “I find it hard to say no to 
people; should have said no, but keep going along with people; think I’m 
wrong and go along, then find I was right; should listen to myself; go along 
keeping others happy (he recognised the association: not listening to self 
is not-cooperative with self, which suggests also betrayed by self, and 
feeling conquered). Age 16: “taking peoples’ word, feel let-down 
(betrayed), but wiser now; don’t take people at face value; expect others to 
consider what’s going on with me, not pressure me; hard to motivate when 
people pressure me, do things the hard way” (feels betrayed by self and 
conquered, rather than cooperative with self; tuned-in is associated with 
cooperative; had he been cooperative with self, he would also have been 
tuned-in to himself, have listened to himself).    
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4.3.5. Lucky or Betrayed, associated with Fascinated or Hurt  
 
Lucky or betrayed was associated above with cooperative or conquered, and 
also is associated with the conscious level fascinated or hurt. 
Student 2.06, session 1. Feeling hurt, betrayed regarding her academic life; 
“no one, parents or teachers, interested enough to ask what was going on at 
age 12 and 14, so feeling  betrayed” (fascinated is within the category 
Interest, and they didn’t show interest in her and in her interests; 
instead of being fascinated with her own interest, she felt hurt). She 
“spends most of life ‘faking it’ with husband; time and again I have asked 
him not to do something, obviously not-heard; after three years still does the 
same” (he also didn’t show interest and she felt hurt, and no longer felt 
fascinated with him, but Resentment). Age 9 “at school, horrible teacher; 
had one leg short; he stuck a pen in my back; felt sorry for him, as everyone 
was mean to him, and I couldn’t understand why; feel lucky not getting the 
meanness as badly as him” (since the memory was evoked by the BB 
words, it would have been beneficial to have explored hurt and betrayed 
in her session).  
 
Student 2.08, session 1. fascinated or hurt: “feel hurt in many areas in life; 
like equality but suffer a lot of grief and guilt, cycle of my life; want my son 
to leave and feel guilt about that; parents kicked me out aged 17, it was 
horrible” (hurt is in category Resentment, which is associated with 
category Grief & Guilt, polar opposite of Equality). Age 13: feeling 
betrayed: “I told Father to stop sexually abusing me, and rashes on my body 
went away; loved school but it was hell being picked on when you are a 
victim at home; when you weren’t a blond surfie; not an in kid, very tiny, 
nicknamed ‘mosquito,’ with horrible curly hair; Mum and Dad projected 
feelings onto me; always told me I was stupid (dumb) and I’d go nowhere” 
(many associations for betrayed and hurt, not-lucky). 
 
Session 2. fascinated or hurt: “had to say to myself, I haven’t time now; lot 
of not-fair and unjust” … hurt and betrayed “definitely associated with the 
issues: board meeting was unjust, feel betrayed; put lots of work in to get 
money and these greedy people come;  grief seems to follow me around; I to 
go to new places, start businesses from scratch, build them up, and am 
betrayed; here we go again … lucky in the people I do meet at uni; people 
starting to notice, but hard to be involved in group work; I want to be 
motivated to finish assignments, to meet the right people at right times to 
help (to be lucky). Age 7: hurt and betrayed: “never did well at school; 
severely abused at home, at same times picked on at school as well.” Age 3 
months: “Father’s father … a hard father, had to be, brought up boys as wife 
never home; gentle giant to us kids; Mother had lots of respect for him” 
(lucky and not betrayed by him). Age 4: Father’s father good to us; helped 
mother out; a protector for us, less violence when he was around; not many 
men in Mother’s life got respect;  gentle quiet man went about his business; 
usual way I live” (meant feeling lucky, and not betrayed). 
 
Session 3. fascinated or hurt (she continued with the BB words of 
previous two sessions): “normally fascinated by things, information and 
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people, but now all these are drowning me; disappointed that I am 
floundering, embarrassed at having another illness every time I come to 
uni” (and feeling betrayed by self or her body that gets sick); “I’ve 
always been such a healthy person, lots of energy, accomplished lots; finally 
doing what I’ve always wanted to, be an intelligent, educated woman; but 
it’s a horrible experience, I’m angry at myself” (or hurt and betrayed by 
self); “need to acknowledge I do well in assignments, and I’m human” 
(suggests need to be cooperative with self, then things could flow and she 
would feel lucky). Age 8: “always tired from staying awake all night 
because of sexual abuse at home; teacher got us to build a cardboard jail; 
students were put there if he thought they weren’t doing their work; from 
tiredness and daydreaming I spent most time there. Feel sad in jail, picked 
on, why me? Why does nobody like me?” (hurt, betrayed and conquered).  
Age 5 days from conception: “mother date-raped; I had achieved I am alive 
(lucky), but scared and overwhelmed; wanting to achieve being loved; fear 
that I’ll never be loved” (hurt, betrayed, no-choice). Age 10: “about 
Father’s sexual abuse of me and domestic abuse of Mother; felt isolated 
(meaning hurt, betrayed, no-choice). Current age: “I think I’ll never be 
capable or good enough; I have covered up feeling isolated and aloneness, 
feeling lonely and scared; my high expectations put so much pressure on 
myself, leave me feeling confused and feeling like I’m drowning, worn out; 
I’m really pissed off, having to keep contact with people, feeling guilt; first 
time in life with no responsibilities, I should be enjoying it and just do what 
I want, uni” (with this understanding, she could acknowledge and 
cultivate feeling lucky). 
 
4.3.6.  Results of part 3 analysis  
  
The BB identified feeling words made sense to students and provoked 
thinking about, and associations with, current and past experiences of 
emotional stress that could be characterised as grief and guilt experiences. 
Some students spoke of Equality in the sense of “needing to establish 
equality” or “wanting equality” and of feeling guilt or guilty. Having 
experiences of Equality with the Choice to flourish with one’s essential 
Interests, one could feel Lucky, Cooperative, Involved, Reliable for self and 
one’s Interests, and Sincere. Having experiences of Grief & Guilt with No-
choice, one is likely to have such feelings as Betrayed, Conquered, 
Discouraged, Self-punishing and Defeated. One is likely also to have the 
qualitatively differentiated feelings in the category Resentment.  
 
Though distinguishable, grief and guilt do not seem to be separable in 
stressful experiences, and guilt is often recognised as part of a grief process. 
There were experiences represented throughout the collected data in which 
students suffered the grief and guilt of feeling betrayed by others, with the 
grief and guilt of feeling betrayed by self for not standing up for self, not 
stopping some abuse.  
 
Many different feelings can be associated in current emotion experiences or 
in the histories of emotional reactions and this study has illustrated how 
complex those experiences and reactions can be. It has explored the 
 107
individual variability of the emotion experiences one might call “guilt.” It 
has shown how feelings could be studied in emotional complexes and 
contexts.  
 
Three approaches to data analysis in this chapter have demonstrated how 
thinking about identified feelings, along with BB associated feelings, has 
assisted students to understand current emotional reactions and make sense 
of emotional stress. While analysis has focussed on experiences and stories 
of individuals, reflecting the individual variability of emotion experiences, 
the third approach has opened a way to more generalised study of emotion 
experiences. Chapter 5 will suggest possibilities for further research. 
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Chapter 5. Reflections and Conclusions 
 
This study sought to investigate whether or not the Behavioural Barometer 
(BB), with a Stress Response Indicator (SRI), could be used to 
evoke narratives that facilitated resolution of emotional stress for students at 
a Queensland university. Analysis of the narratives suggests that using these 
techniques was very successful in eliciting “stories of stress” and assisted 
students to think about neglected or avoided feelings of emotion experiences, 
to reflect on life patterns, and to gain a deeper understanding of reactions 
and behaviours that contributed to their stress.   
 
There is a commonly held view in counselling that avoidance of reflection 
on disturbing past events may contribute to stress in individuals, and media 
have reported that some young people regard drug taking and binge drinking 
as attempts to avoid painful feelings. The key to the methods of this study 
was to identify overlooked or avoided feelings of the emotions, within a 
process that allowed students to think about associated and past experiences. 
Results of this study seem to indicate that use of the BB and SRI enabled 
them to discuss experiences of life events, recognise patterns of emotional 
reactions and behaviours, and move towards some resolution. Students were 
able to engage difficult, long-term issues from the beginnings of their 
sessions. According to Vertin (2000), Lonergan would have said that, to be 
an effective teacher, discover what your students’ feelings are, and begin 
with their questions, their feelings. Lonergan did instruct his listeners to 
build knowledge on their own insights and their own feelings, and the 
methods here researched seem to have assisted students to reflect on their 
feelings, to examine their beliefs, and to enhance self-knowledge. 
5.1. The significance of the matter of this research 
 
In their recent discussion of “the experience of emotions” Barrett, Mesquita, 
Ochsner & Gross (2007) have argued key points that are integral to this 
study and its outcomes:  
(a) scientific investigation requires, in addition to investigating 
neurological “causes,” a phenomenological study of individual 
subjective experiences;  
(b) feelings are key to the experience of emotion, and to ask about the 
experience of emotion is to ask “what do people feel when they feel 
an emotion?”(p. 377);   
(c) “affect, perception of the world and conceptual knowledge are bound 
together” (p. 375) in emotional experiences (In this study I have 
used the terms “feeling,” “response to the environment” or “stress 
response” and “beliefs” rather than affect, perception of the world 
and conceptual knowledge); 
(d) there is polarity or valance to emotion experiences; core affect, the 
inner affective code, indicates whether an object or situation is 
helpful or harmful and one is likely to be aware of pleasurable or 
comfortable feelings of reward or approach motivation and painful 
or uncomfortable feelings of avoidance motivation;  
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(e) emotion experiences are context-rich, changing complexes of 
feelings, perceptions and cognitions. 
 
The BB suggested polar opposite feelings which were useful to aid the 
exploration of emotional experiences and reaction patterns. One’s normal 
tendency is to avoid the painful feelings and seek the pleasant ones, 
however avoiding awareness of painful feelings does not resolve emotional 
reactions; seeking pleasant feelings does not necessarily approach what one 
wants, and may not be in one’s best interests. The BB has been shown to be 
an effective model that describes a way to study and define emotional 
reactions more clearly, as feelings qualitatively differentiate the emotions, 
and to study the likely consequences of trying to avoid painful feelings. It 
also suggests life enhancing feelings, polar opposites of painful feelings that 
can be explored and cultivated to shape one’s wanting or desires. 
5.2. What I have learned through this research 
 
In my professional experience as a counsellor and through philosophical 
reflections I had come to accept the importance of considering feelings, as 
much as beliefs, in resolving emotional stress overwhelm. I also had come 
to believe that the body’s role in knowing was far too little appreciated or 
understood. Stress is the body’s response to environmental change, and Van 
der Kolk (1994) has emphasised the role of the body’s memory in trauma. 
Many thinkers, such as Gendlin  (1992), Damasio (2000), and Bohm (1985), 
have called for a new empiricism that would overcome the remnants of a 
Cartesian split of body and mind. This study has given the opportunity to 
investigate what I had deliberated and considered about my counselling 
practice. It enabled me to develop a theoretical context and foundation for 
an individualised approach to resolving emotional stress, as well as the 
opportunity to study emotional experiences in the lives of individuals.   
 
5.2.1. Developing a Theoretical Context 
 
My literature review opened the world of research into stress, and the 
findings of neuroscience and evolutionary biology, areas in which 
previously I had little knowledge. It took me from the familiar world of 
philosophy and spirituality into the theoretical and methodological 
challenges of psychology and psychotherapy. I found through consideration 
of the available literature that there was much disagreement in the 
psychotherapy field about meaning and method, and cognitional theory, 
with laments from some that psychology had lost its psyche or soul and 
become a study only of observable behaviour. There were calls, for example 
Gendlin (1962), for psychology to consider its original matter, the subject 
and its experience. 
 
In the literature into which I was led, scientists acknowledged the functions 
of beliefs in emotional stress (Stefano et al., 2001), that changing one’s 
beliefs could reduce distress, even change gene expression (Lipton, 2005), 
and significantly alter the course of one’s life. Genetic determinism and neo-
Darwinism are presently being challenged by epigenetic theory and 
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Lamarckian evolutionary theory, and my theoretical construct was greatly 
influenced by the latter. As Gottesman and Hanson (2005) state, the notions 
of gene expression and epigenesis are essential to theory of human 
development and, as Lonergan (1972) explained, the environment is “the 
world mediated by meaning” as well as the natural world. Stress response 
involves response to both worlds.  
 
From the literature reviewed, a strong case could be made for a focus on the 
feeling component of emotions for understanding emotional issues, and the 
feelings could be differentiated from the beliefs and expectations. One 
needed to transcend the adaptive mind with its defensive reactive programs, 
and learn to think, in order to change interpretations of experiences and 
influential beliefs in one’s life. However thinking is difficult to do when in 
emotional stress.  
 
An adequate notion of thinking needed to establish a body-knowing model 
of experience, rather than the primacy of perception model that Gendlin 
(1992) called the “five-peepholes” theory. Stress and trauma intervention 
require this, and I have drawn on such diverse thinkers as Lonergan (1957, 
1972), Bohm (1985), Gendlin (1992), and Damasio (1994, 2000, 2003) who 
insist on such a radical empiricism. Feelings are essential to self-awareness, 
awareness of the environment, and to discernment of values. They are 
integral to motivation and important to the decision making process. The 
literature cited has supported the matter and approach of this study, 
suggesting that thinking about feelings might offer an effective way to 
resolve emotional stress and assist the flourishing of life.  
 
Though I was relatively clear about my cognitive theory and the meaning 
and function of interpretation in intellectual activity, I was unsure 
beforehand of how the actual analysis of data would proceed. The 
Behavioral Barometer had evoked a unique data set in the form of 
consultants’ notes made during sessions, a challenge in itself for the 
consultants, and the structure and purpose of the BB were significant in 
giving structure and form to the data. I had prepared for the interpretation to 
take a somewhat thematic approach, but found the analysis taking a 
direction more aligned with narrative methodology. For this reason it was 
necessary to reflect at times, within Chapter 4, on the methodology as it 
developed, and to allow the analysis procedure to grow from its unique data 
set, while being mindful of its intervention context. 
 
5.2.2. Data Analysis 
 
Part One of Chapter 4 recognised and studied the inherent structures of the 
narrative data due to the structure and function of the BB. Use of the BB 
with SRI suggested polar opposite pairs of feelings that easily prompted 
students’ thinking in an unfamiliar way about issues, and beyond what they 
had identified consciously. Moreover, in response to the feelings identified, 
all of the students took a time-line exploration in all of their sessions. The 
kinds of data evoked by the intervention called for a narrative interpretive 
study. Since this is the first study using such data from an individualised use 
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of the BB with the SRI, it seemed more beneficial to continue a 
predominately narrative analysis, following students’ individual thinking, 
rather than pursue a thematic analysis of collective data for the students. 
Perhaps this development is something of a “bricolage” (Kincheloe, 2001, 
2005). 
 
The concept of “bricolage” in qualitative research suggests falling back on 
one’s resources and using what’s at hand, trying different methods that 
might work for the task at hand. Lonergan (1972) rejected the “principle of 
the empty head” in interpretation, attributable to “naïve intuitionism,” and 
insisted that researchers are personally involved in their research. They 
come to their project with their own experiences, personal resources and 
cognitive abilities, and their best protection against cognitive distortions is 
transcendental method, that is, appropriating and knowing the structure of 
their own cognitional acts. I suggest that bricolage involves going with 
one’s heart and gut, with a thinking mind, and, for me, implies daring 
beginnings (see where this goes) with cautious progress, and that is what I 
have achieved. Kincheloe (2005) would have the bricoleur focus on 
relationships, processes, interconnections between phenomena, rather than 
just on things in themselves, and this is the course my analysis has taken.  
 
Western society’s “system of knowledge production,” that has “shackled 
human agency” (Kincheloe, 2005, p. 348), overlooks questions of what it 
means to be human. The bricoleur “struggles to connect the research act to 
the emotion and heart of lived human experience” (p. 348), and “ontological 
complexity undermines traditional notions of triangulation” (p. 333). For 
these reasons new conceptions of research rigour are needed. While I am 
willing to collaborate with others who prefer thematic approaches, I want to 
continue working out what has been developing here The method developed 
in this research offers possibilities in a counselling field that has for many 
years searched for an appropriate methodology. 
 
Part Two of Chapter 4 considered, firstly, the students’ conscious 
identification of their stressful emotional experiences. In response to their 
thinking about current stress, key feelings of their emotional experiences 
were identified, allowing them to think in new ways about emotional 
reaction patterns, and to recognise associations with childhood or adolescent 
experiences. Students’ thinking was easily divisible into what could be 
called “fear of loss thinking” and “grief and guilt thinking.” Using identified 
BB feeling words, titles were developed for their “stories of stress,” as well 
as plot statements called “the heart of the matter,” to provide what could be 
called “emotional definitions” of their issues.   
 
Part Three of Chapter 4 followed up a surprising result of Part Two’s 
analysis, the prevalence of identified feelings from the BB Grief and Guilt 
category. While Chapter 2 had highlighted an interest among researchers in 
fear of failure motivation, this study found that feelings associated with the 
Grief and Guilt category were identified more than feelings associated with 
Fear of Loss. Student 110, for example, remarked that “guilt motivates to 
procrastinate,” is not a good motivator, and had great difficulty 
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acknowledging and dealing with “fear of success,” had a predominance of 
Grief and Guilt feelings, and only late acknowledged fear of failure. As was 
noted in Chapter 2, researchers such as Lee, Scragg & Turner (2001) have 
recommended investigating the place of different feeling states, such as guilt 
and shame, in assisting with trauma response. This study has identified 
various feelings of guilt and shame and explored students’ thinking about 
them. The association of the words “grief” and “guilt” in naming the 
category is interesting in itself, and noted in the concluding reflections to 
Chapter 4.    
5.3.  Suggestions for future research 
 
Each of the three parts of Chapter 4 suggests possibilities for future research 
of experiences of emotion, however I want, firstly, to propose a way by 
which useful data could be collected more easily for such study, especially 
for use with thematic analysis. 
 
Data, collected by an innovative individualised intervention, were suited for 
exploring the uses and usefulness of the BB in an intervention for resolving 
emotional stress overwhelm and facilitating the flourishing of life. These 
data still offer possibilities for further analysis, such as analysis of students’ 
initial observations on stressful issues, of responses to identification of 
feelings or of life changes they anticipated. The purpose of my study was to 
explore the possibilities of using the BB in the reduction of emotional stress 
overwhelm by helping students resolve emotional reaction patterns, and in 
the study of experiences of emotion, and that has been my focus. 
 
As Scheff (2005) observed, a study of emotion experiences, for the purpose 
of identifying and defining emotions, would better be served by verbatim 
reports from participants. One could wonder on the difference that would 
have been made to this research had there been an opportunity for students 
to write their own “stories of stress” using the consultants’ notes from their 
sessions. It would have taken their self-discovery beyond what they gained 
in the sessions, and provided further data for study of emotion experiences.  
 
As Scheff observed, not only do experts disagree on emotion words in 
English, but “the comparison of emotion words in different languages opens 
up a second chaos” (2005, 2, parag.1). The BB has been translated into 
many of the world’s main languages, not by individuals with bi-lingual 
dictionaries but by groups of consultants fluent in English. Sometimes more 
than one word was needed to express the meaning of a feeling named by an 
English word. Moreover, translations were developed and tested in practices 
as clients explored their emotion experiences. This work contributes to the 
usefulness of the BB across cultures for sociologists as well as for 
counsellors. 
 
The Behavioral Barometer could be used to gather verbatim data, concisely 
or expansively, without the need for trained consultants, by using a time-line 
structure recently suggested by Stokes and Whiteside (2005). They have 
proposed that current emotional reaction patterns have been generated, or 
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highly affected, by experiences at ages specific to the categories of their 
feelings. For example, if an identified feeling is within the category Grief & 
Guilt, life experiences at ages 12, 13 or 14 are likely to be highly significant 
for understanding emotional reactions; memories of these ages would likely 
be key to understanding current experiences. One Brain consultants who 
adopted that proposal with their clients have found it helpful in sessions, 
thus it may be useful for data collection. Moreover, those ages have been 
prevalent in the stories of students in this study in which there was so much 
thinking about the feelings of Grief and Guilt. 
 
A group of students could be coached in the use of the BB with the newly 
proposed time-line structure. They could be invited to think of something 
troubling them and choose a feeling word associated with their issue. They 
would then consider the feeling’s polar opposite and other associated words 
on the BB, and tell stories to a partner. Their thoughts about those feelings 
in current and past stressful experiences could be recorded verbatim. Using 
the recent time-line proposal, they would not need the Stress Response 
Indicator to identify ages. Alternately, a consultant could quickly and easily 
help all members of the group identify BB feeling words using the SRI, then 
they could continue the process with their partner. Since the time-
consuming work of providing interventions would not be required, 
controlled studies could be conducted with larger groups than was possible 
with this study. For such studies, use of the Perceived Control of Inner 
States Scale (Pallant, 2000) is indicated, as discussed in Appendix D. 
 
Meichenbaum (1998) remarked that the constructive narrative approach 
needed ways to code narratives, and was in search of a methodology and a 
theory. In this research, identifying feelings assisted students’ exploration of 
stressful emotional experiences, and a more thematic approach could code at 
identified words. Chapter 4, Part 3 suggests a beginning for such analysis in 
its study of feelings of the grief and guilt category. 
 
Despite the wide use of the muscle response, here used as a Stress Response  
Indicator, in many complementary health care professions, there has been 
relatively little research into its use. Further research on emotional 
experiences using the BB could include the study of individual experiences 
of being “muscle tested.” There is no data in this study to suggest that any 
participants had concerns about the meaning or validity of using a muscle as 
indicator of the body’s responses to stress. A qualitative study of the use of 
muscle response would focus participants’ attention on their experiences of 
their responses.  
 
Part One of Chapter 4 demonstrated the uses and usefulness of the BB in the 
interventions. Concise verbatim reports gathered by methods suggested 
above could provide data for further analysis of the generation of emotional 
reaction patterns throughout an individual’s life, particularly the 
significance of childhood and adolescent experiences. Data gathered in these 
ways could be analysed to develop definitions of feelings of the emotions 
and contribute to research such as that called for by Scheff’ (2005). As I 
have argued, the feelings qualitatively differentiate the emotions. 
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Part Two showed how thinking about the identified feelings, mostly from 
the categories Fear of Loss and Grief & Guilt, helped students explore 
emotional experiences they associated with their consciously acknowledged 
issues.  Concise verbatim reports of individuals’ thinking about feelings, 
gathered as suggested above, would allow a more complete thematic 
analysis of relationships of issues with experiences and reaction patterns 
than was possible with consultants notes. Such an approach, apart from any 
intervention process, would still be of great benefit to students, enhancing 
their self-understanding. Data could also be provided by individuals using 
the BB to explore their feelings and thoughts in reflective writing. 
 
There has been a revival of research into the human need to matter, to be 
important or significant to others (Rayle, 2006), and Elliott, Kao, and Grant 
(2004) have conceptualised this need as the triad of “awareness, importance, 
reliance.” Some feelings identified in this study reflect the need to matter, 
such as feeling not-needed, not-involved, unimportant, being reliable to or 
for others, frightened to feel affectionate, and their thinking about these 
feelings has shown how these felt states had influenced their choices. Some 
students exhibited a conflict between a need to feel needed by others and 
feeling sincere and reliable for ones self. The BB could be of great 
assistance in further research into the need to matter to others, and how such 
need can influence academic motivation. 
 
Part Three studied students thinking in response to the identification of 
feelings of the Grief & Guilt category. I am particularly interested in further 
researching the experience of guilt and the thought has been nagging me for 
some time, and based on work with clients, that guilt is more predominately 
a female experience than a male one. The only male whose notes were 
included in the analysis was a student in Human Services, archetypically a 
female occupation, among what are called the “caring” professions. A 
proposal, discussed in Chapter 2, that the caring instinct evolved as a 
response for the regulation of social stress, and is more typically female, as 
well as the analysis in Chapter 4, suggests a value to further study of the 
experience of guilt using the BB. Students who participated in this study 
were in faculties of Education and Human Services, and a broader study of 
male and female students could explore gender role identification that 
appears to be extremely significant to emotional experiences at ages 12-14. I 
believe that a broader based recruiting of students across a number of 
disciplines would show more representation of words from the categories 
Enthusiasm and Hostility which did not appear to any extent in the gathered 
data. 
 
A predominance of fear-driven, competitive, survival-of-the-fittest stress-
response and motivation can threaten the wellbeing of people, even the 
survival of humanity. As Maturana (1998) remarked, life will survive on 
Earth, but human attitudes and activity threaten the planet’s capacity to 
support human life. Both guilt and fear of a God or higher being have 
reinforced morality in society and religions; perhaps shame and guilt are 
biologically part of the motivation system, somewhat polar opposite to 
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caring. While feelings of the Fear of Loss category seem to associate with 
individual survival, Grief & Guilt feelings seem to associate with the social 
collective and are used to enforce social codes and regulate social stress, as 
are evident in some tribal cultures and churches. In the Philippines, for 
example, “hiya,”(shame), is a very common word in conversation (certainly 
was when I lived there in the 1970s); those are “walang hiya,” (lacking 
shame) who carelessly violate the social code, don’t seem to care what 
others think of their behaviour or appearance.  
 
The Lamarckian theory of evolution, which predates Darwin, is currently 
gaining some recognition. According to this theory evolution progresses, not 
so much by survival instincts, as by cooperation between members of 
communities from the level of cells up, and even sharing life-enhancing 
qualities between species (Lipton, 2005). When the words cooperative or 
conquered were identified for student 1.03, she remarked “competitive vs. 
conquered” as her life experiences of “having” to be competitive had left her 
feeling conquered.  
 
 In Chapter One I referred to my fondness for Levinas (1969, 1981, 1985) 
for whom one’s fundamental relationship with another person is not 
cognition but responsibility, a notion he spent his lifetime articulating. The 
face of another expresses the humanity of an individual and one cannot 
remain unaffected by the approach of a human face. The humanity 
expressed cannot be comprehended, and always transcends one’s limited 
perceptions and beliefs of the other. Kincheloe (2005, p. 348)) observed the 
failure of western society’s “system of knowledge production” to address 
“questions of what it means to be human, what it might mean to be in a 
good and just society.” The bricoleur’s “struggle” to “connect” with the 
humanity of the other has revealed “new notions of humanness” (p. 347).  
 
For Levinas (1998) the connection is already there, “something like an older 
involvement than any rememberable deliberation constitutive of the human” 
and refusal to awaken to the humanity of another is “the possibility of evil” 
(p. 114). That “older involvement” means a responsibility to and for the 
other, prior to individual subjectivity, yet we humans can be defended 
against awareness of our inner responses to another’s approach. The BB 
with the SRI can assist growth in awareness of one’s responses, and in the 
kinds of empathy of benefit to counsellors, as well as to researchers.   
 
The above paragraphs suggest important considerations that would benefit 
from further studies of Equality and its polar opposite Grief & Guilt 
motivation and its difference from Assurance and its polar opposite Fear 
and Loss motivation. Moreover, I think a study of feelings in the category 
Equality, which seem to imply wellbeing in social relationships, and their 
collective difference from feelings in the category Assurance, which seem to 
imply individual wellbeing, could contribute to the social sciences, 
economics, ethics, or anything concerning human living.   
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5.4. Observations for improvement 
 
Methods used in the intervention assume that the power of positive 
affirmation is not enough to resolve emotional reaction patterns; one needs 
to identify the beliefs from one’s past, learned or inherited, that are involved 
in the triggering of reaction patterns, and thinking about the BB’s negative 
feelings has assisted in this identification. However while the consultants’ 
notes reflect some exploration of positive feelings and new beliefs, the 
positive has not been given equal time.  
 
It was suggested in Chapter 2 that, in studying the fear of failure, one needs 
to investigate the feared implications of failure. Just as there were 
implications to a student’s fear of success, they may exhibit a fear of the 
implications of positive feelings they want. I suggest, similarly to 
Maturana’s (1998) position, that responsibility requires one to consider the 
implications of what one wants so that one accepts, or is accountable for, the 
consequences of what one wants and chooses. Thus, for example, in 
addition to thinking about feeling not-involved and not-needed, a student 
could have been encouraged to explore the possible implications of feeling 
involved and needed. Or a student who made a significant shift to 
understanding that she could be reliable for herself, and indeed made 
choices accordingly, could have been encouraged to explore more the 
implications of feeling reliable and of choosing to be reliable.  
5.5. Contribution to the counselling field 
 
As discussed in Chapter 2, evolutionary psychologists and psychiatrists 
(Caporael, 2001; Stevens & Price, 2000) have suggested that contemporary 
evolutionary theory provides the bases for integrating the field of 
psychotherapy. This research has taken that direction in forming a 
theoretical context, assuming a non-Darwinian understanding of evolution 
as proposed by some cell biologists, like Maturana (1998) and Lipton 
(2005), who favour a co-operative, rather than competitive, principle. It has 
also followed Gilbert’s (1998b) suggestion that, to transcend the limitations 
of the adaptive mind which relies on evolved defensive programming and 
beliefs, clients need to learn to think. Since ancient programs are 
automatically activated in stressful situations, emotional reaction patterns 
need to be resolved so people can think rather than react. I have proposed a 
way that people can be assisted to do their own thinking about their 
experiences, and have given considerable attention to developing a cognitive 
theory in Chapter 3.  
 
My thinking stands philosophically within a radical empiricism; all 
experience and any experience, including all of one’s feelings, is the starting 
point for understanding meaning and for reflection. In emotional stress 
people react in terms of beliefs, and they often argue with themselves; but 
having others argue with their beliefs can easily promote defensive 
responses whether verbal or mental. The intervention used in this study has 
employed a non-confrontational approach, a way that seems to have been of 
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significant help to individuals exploring their stressful emotional 
experiences in their own thinking and prompted by an identification of their 
own feelings.  
 
In their review of qualitative methodology in counselling research, Berrios 
and Lycca (2006) have suggested ways to increase the use of qualitative 
research. One is to “promote epistemological change in order to 
acknowledge the role of subjectivity in research” (p. 182). I found it 
necessary for this study to develop an integrated theory of cognition and 
methodology, and proposed a way of overcoming the modern vs. post-
modern dichotomies, something Bekerman and Tatar (2005) say would have 
benefits to the counselling profession. 
 
In the introduction I discussed Husserl’s (1970) phenomenological epochē 
as the return to experience. He would have insisted that, instead of arguing 
the various theories of emotions, one must “bracket” and set them aside, “go 
back to the things themselves” to the original experiences of emotions. And 
I have taken Husserl’s recommendation further: while many therapists have 
adopted a method they attribute to Socrates, of confronting or challenging 
clients’ beliefs, this intervention approach advocates that individuals take a 
phenomenological approach to their own experiences, while exploring the 
histories of their emotional reactions. Personal beliefs are theories about 
experiences and, rather than argue about clients’ beliefs, one can help them 
set their beliefs aside and “go back to” their experiences of emotions, attend 
to their feelings and have their own new insights into their experiences. New 
insights can give rise to new, more adequate understanding and beliefs.  
 
In this research, students undertook a personal phenomenological 
exploration of their experiences of emotion. They were led to pay attention, 
in a disciplined way, to their own feelings in emotion experiences, do their 
own thinking, have their own insights, and reinterpreted experiences of 
stress. They also explored the narrative histories of their current emotional 
reactions. Such exploration led them to attend also to experiences earlier in 
life, thus enhancing their understanding of current emotion experiences and 
reactions. This research demonstrates a way to identify clients’ avoided or 
overlooked feelings. Consequent thinking about feelings took participants 
outside habitual beliefs about familiar issues, helping them think differently 
about their experiences, to come to new understandings of emotional 
reaction patterns. Thus clients could update their own beliefs.  
  
This study has placed an importance on positive feelings. While negative 
feelings one wants to avoid need to be identified, to resolve emotional 
reaction patterns, appropriate positive feelings need to be identified and 
cultivated for flourishing. The intervention method has identified the kinds 
of feelings clients may want to recognise and foster for the flourishing of 
their lives; identifying desired feelings helps facilitate one’s thinking about 
the implications of wanting what one wants, thus aiding one to become 
more responsible (Maturana 1998). Students were enabled to consider wants 
and desires that they might not have dared consider, such as how to be 
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reliable for one’s own best interests, and to trust one’s desire and capacity 
for success.  
 
I have recently become familiar with the HeartMath “science of the heart” 
(Institute of Heart Math, n.d. ) that proposes stress reduction by maintaining 
a state of “coherence.” Heart-rate variability can be used as an “index of 
regulated emotional responding” (Appelhans & Luecken, 2006), and the 
HeartMath process of bringing awareness to the heart, regulated breathing, 
and holding a positive feeling in the heart area, allows one to achieve “high 
coherence.” Feelings of “caring” and “appreciation” are most recommended 
for this process, and I have used other feeling words from the BB left 
column. I found myself feeling excited and thinking about the possibilities 
of using such an extensive list of positive words for research into “positive 
emotion experiences.” Research with participants exploring experiences 
around identified positive feelings on the BB left column may help redress 
the recognised (Kiecolt-Glaser, McGuire, Robles, & Glaser, 2002) dearth of 
research into “positive emotions.”    
 
The One Brain method has been associated with Energy Psychology 
(Feinstein, 2004). This study’s approach to managing emotions, using the 
BB, could contribute to that field ways for a clear identification of feelings 
that can assist its use of narrative methods. The BB could enhance the use of 
personal expressive writing, whose healing benefits have been widely 
recognised (Lepore & Smyth, 2002; Lutsky, 2004; Smyth, 1998). Controlled 
study (Smyth, Stone, Hurewitz, & Kaell, 1999) found improvement in 
chronic illness with 20 minutes of writing over three days. Young (2002) 
discussed the use of writing stories limited to 55 words, and the BB could 
suggest plot themes as was done for stories in Chapter 4. Journaling has 
long been used and recommended to individuals for healing and personal 
development, for example Progoff’s (1975, 1980) “Intensive Journal” 
method and Meichenbaum (1994) listed journaling among many 
suggestions for exploring narrative in trauma management. Using the BB, 
with its suggested polar opposite feelings, as well as time-line suggested 
associated feelings could greatly enrich one’s self-exploration. 
5.7. Conclusion 
 
As Frank (1995) remarked, one can think about others’ stories, reducing 
them to content to be analysed, or one can think with their stories. In the 
latter approach those who think with others’ stories will be affected by the 
experience, as themes and issues can resonate with one’s own history. At 
the beginning of this research project, I knew that it would be more than an 
academic exercise, and it would also be a matter of my own life story. I 
would be researching emotional stress with university students and expected 
that I would experience some stress, and, of course there was no way to 
know exactly what that would entail. Some personal traumas of twenty 
years ago needed further resolution, requiring significant reinterpretation of 
aspects of my life through personal writing and, of course the use of the BB, 
before this study could be completed.  
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There was a positively overwhelming experience, and turning point in this 
journey, as I lay awake one night and the words came to me: “your life is 
completed,” and I thought: “yes, I am ready.” Then came the words: “your 
life is beginning.”  
As I draw this report of a research project to its conclusion, I am thinking 
that this does not only mean a journey’s finish. It means the beginning of a 
new journey and further flourishing of my own life.  
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Appendix B: Student Recruiting Documents 
 
(1)  Queensland University of Technology 2003
 
(a)  Initial email 
 
A PROGRAM TO REDUCE THE EFFECTS OF EMOTIONAL STRESS ON 
UNIVERSITY STUDIES 
 
Dear Student,  
 
My name is Dominic Burke, and for a long time I have been interested in assisting 
people deal with negative emotional stress. Unresolved stress can harm our 
physical body. It can also undermine our self-belief and keep us in self-doubt, block 
us from doing what we want for ourselves, and leave us feeling not in control with 
our lives. 
 
Stress overwhelm also affects our ability to think, to remember, to learn 
 
This letter is to invite you to participate in a research program that I am conducting 
as part of my PhD studies at QUT. I am investigating an approach to working with 
stress that could help minimize the negative effects of stress normally associated 
with university studies. This approach has been used in 30 countries to date, and 
while there has been much anecdotal evidence of its effectiveness, there has been 
little systematic research. My PhD is designed to remedy this, and I am looking for 
participants who experience significant levels of negative emotional stress when 
studying, and who could benefit from the program.  
 
I am particularly interested in fear of failure, and how we try to deal with this. It 
could be fear of actual failure, or of failing to meet high standards you have set for 
yourself, or the standards you think others have for you. This can cause a lot of 
stress. 
 
 Perhaps you have a problem with procrastination, and regrets about that, and you 
are unhappy about the quality of your work because you left it too late. You just are 
not doing as well as you know you can. 
 
 Perhaps you are just too anxious to really concentrate, or you panic about 
assignments or exams. 
 
 Negative emotional stress affects us all differently, yet it is something we all 
experience. And we can all learn to deal with it in our own unique way. 
 
 If you have any of the above stress-related problems, or if you  become stressed 
in other ways, and don't deal with it well, participation in this study could be of 
benefit in helping you reduce negative emotional stress and improve your 
performance. The intervention methods are gentle and safe, and use a 
combination of techniques from kinesiology and psychology. I am a Registered 
Kinesiology Practitioner, as are the two others helping provide the intervention. We 
use these methods in private practice, but they will be provided free of charge to 
participants in this study. The techniques are also effective with school children, 
and as future teachers, you may be interested in learning more about them. Further 
information about this study is provided in the attachments to this email. If you are 
interested in participating, please email me at: (email address) 
 
 It would be helpful if you could provide me with your phone number as well as your 
 ii
email address. I will reply to all of you who contact me, but 12 participants for the 
study will be chosen at random from among the first applicants. 
 
Thank you for your interest 
 
 
(b) Letter of Introduction 
 
 
Dear Student 
 
 
I am inviting you to participate in a research program that I am conducting as part of my 
PhD studies at QUT.  
 
My name is Dominic Burke, and I am interested in an intervention that could help minimize 
the effects of negative emotional stress in tertiary students. It is based on a  method called 
“One Brain”. This method has been used for twenty years and now is taught in 30 countries 
of the world as an alternative health approach to resolving negative emotional stress. This 
research will investigate the effectiveness of the approach with the stress normally 
associated with university studies. 
 
Participation in this research is voluntary. Your participation in this project will not affect 
your standing at QUT in any way, as only I and my supervisors will have access to the 
research data. Furthermore your name will be removed from all data collected as soon as it 
has been processed. You may withdraw from this research project at any time without 
penalty of any kind.  If you agree to be a participant you will be asked to attend four one-
hour sessions with a consultant trained in this approach. Standard assessments for self-
perception of stress and motivation will be used before the beginning of the series of 
sessions and after the last one. These consultations normally cost up to $80 for each hour, 
and, as participants in this research, you would receive them at no cost. 
 
The consultations consist of gentle techniques to reduce stress and enhance performance. 
During these sessions, you may gain insights and experience greater emotional awareness 
than usual. Emotional awareness is part of the process that allows the release of long term 
stress. Consultants  providing these sessions have had considerable instruction and 
supervised practical experience using this approach, and are themselves instructors of it. 
They also use this method in their professional practice. 
 
The four sessions will begin in as soon as possible after the beginning of semester and be 
spaced 3 to 4 weeks apart. Please indicated your preferred day of the week and time, and I 
shall do my best to satisfy your preference. 
 
For this study in 2003,12 participants will be chosen at random from among the first 
applicants .  
You can apply to participate in this study by emailing me at:  (email address). I will arrange 
to meet with those selected in order to sign the consent form and complete the pre-testing, 
before the series of sessions begins.  
 
If you would like to have more information about this project, please feel free to contact me 
at (phone), or by email.  
 
Thank you for your assistance with this research. 
 
Best Wishes 
 
 
Dominic Burke: Researcher 
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(c) Information Sheet 
 
 
Investigator:  Dominic Burke 
 
Working title:  An Intervention for Stress Reduction and Performance Enhancement for 
Tertiary Students 
 
The Research study 
 
This project aims to investigate the emotional stress of students at university.  It begins by 
identifying how fear of failure and avoidance of failure affect the participants’ academic 
life. It then offers an intervention, in the form of four 1-hour sessions spread over the 
semester, to identify the individual effects of stress, and to assist in their reduction. Pre- and 
post-testing are used to collect data to investigate the effectiveness of the method used. 
 
Purpose of the research 
 
This project will investigate the effectiveness for tertiary students of a process designed to 
resolve emotional stress, thus allowing enhanced performance. There are normal stressors 
associated with being a university student, and it is hoped that this approach will make the 
university experience more pleasant and more successful.  Fear of failure and avoidance of 
failure have been shown to form a significant part of student motivation, and research has 
indicated the need for an intervention  to assist students resolve emotional stress and be 
more success oriented. The process, proposed here as a possible method to assist students, 
is based on the “One Brain” system, now used and taught in 30 countries by alternative 
health practitioners to manage emotional stress. The system is called “One Brain” because 
it is based on the theory that stress overwhelm impedes balanced brain function and 
communication, and this system is proposed to restore balance and integration. 
 
Duration of the project / participant’s involvement 
 
This project will be conducted between March 2003 and December 2003. Participation in 
the project will involve the completion of  three questionnaires to assess self-perception of 
stress and student motivation and an information page.  Students will participate in four 
individual sessions beginning early in the first semester, and spaced 3 to 4 weeks apart. The 
questionnaires will be administered before the first session, and soon after the last one.  
Participation in this project is voluntary and participants may elect to withdraw at any time 
without comment or penalty. 
 
Possible risks to participants 
 
It is possible that participation in this study may trigger psychological discomfort, since it is 
directed at identifying and reducing emotional stress, however it is extremely unlikely that 
participants will experience any more than their normal levels of stress. Questionnaires 
used in this research are designed for surveys like this. The One Brain process was 
designed to be safe for anyone to learn and use, and has recently become accredited training 
for kinesiology health practitioners and kinesiology educators.  
 
Benefits that may result from the research 
 
The continued use and development of this approach over 20 years, and its current 
expansion into 30 countries, suggest that it will be of benefit to the participants of the study. 
Should research show empirical support for the method or some of its techniques, this could 
offer ways to provide assistance to students who suffer emotional stress in their academic 
lives. 
 
Confidentiality of the data 
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All data will be aggregated for reporting purposes.  You will be required to supply your 
name and contact details with each set of surveys completed.  However, through the use of 
a code system, participants’ names and contact information will be stored securely at a 
separate location at QUT during the course of the project. After the final post-testing has 
been completed and all responses have been entered into the data base containing responses 
from earlier testing, all names and contact information will be destroyed. 
 
Questions or concerns 
 
You are welcome to contact the investigator regarding any questions or concerns you may 
have about this project.  Should you have any concerns about the ethical conduct of this 
research please feel free to contact the Secretary of the University Human Research Ethics 
Committee on 07 3864 2902. 
Should you wish to speak with a counsellor, this opportunity is available to you a QUT 
counselling services. 
 
Feedback to participants 
 
Feedback will be provided to all participants in this study.  Your consultant will provide 
you with copies of the notes of your individual private sessions. 
 
Consent 
 
Before your participation in the study begins, you will be invited  to a meeting with the 
investigator where  you will be asked to complete the enclosed consent form. This will 
indicate that you: 
 
1. acknowledge that the nature of this research and your involvement in the project 
has been explained to you; 
 
2. understand that confidentiality will be maintained and no identifying information 
will be released; 
  
3. understand that you may withdraw from this study at any time, without comment 
or penalty; and 
 
4. understand that your participation in the study is voluntary. 
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(d) Consent form 
 
 
 
By completing and signing this consent form I indicate that I: 
 
1. acknowledge that I have read and understood the information sheet about this 
research project,  and have had any questions answered to my satisfaction;  
 
2. understand that if I have any additional questions about the research, I can contact 
the principle researcher, Dominic Burke; 
 
3. understand that all my answers are confidential, and that any identifying 
information will be detached from  questionnaires, and only group results will be 
reported 
 
4. understand that I may withdraw from this study at any time, without comment or 
penalty; and 
 
5. understand that my participation in the study is voluntary. 
 
6. understand that if I have any concerns regarding the ethical conduct of this project, 
I can contact the Secretary of the University Human Research Ethics Committee 
on 07 3864 2902. 
 
7.  understand that I will receive a copy of notes from my individual stress reduction 
sessions, and that any identifying information will be removed from the 
researcher’s copy. 
 
8.  understand that a report of the research will be made on its completion, and that, if 
I am interested in receiving one, it will be provided by the researcher. 
 
 
I agree to participate in this research project investigating the use of an intervention for 
resolving negative emotional stress and enhancing performance of tertiary students. 
 
I give permission for any information that I give to be included in this study, as long as it 
can never be identified with me.  
 
 
 
Name (please print)  _________________________________________ 
 
Phone  number ________________________________________ 
 
Email address  __________________________________________ 
 
 
Signature    ________________________________     Date  _____/______/______ 
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(2) Griffith University 2004
 
(a) Invitation to Students 
 
REDUCING THE EFFECTS OF EMOTIONAL STRESS ON UNIVERSITY 
STUDIES 
 
Dear Student,  
 
My name is Dominic Burke, and for a long time I have been interested in assisting 
people deal with negative emotional stress. Unresolved stress can harm our 
physical body. It can also undermine our self-belief and keep us in self-doubt, 
block us from doing what we want for ourselves, and leave us feeling not in control 
with our lives.  
Stress overwhelm also affects our ability to think, to remember, to learn 
 
This letter is to invite you to participate in a research program that I am conducting 
as part of my PhD studies at GU. I am investigating an approach to working with 
stress that could help minimize the negative effects of stress normally associated 
with university studies. This approach has been used in 30 countries to date, and 
while there has been much anecdotal evidence of its effectiveness, there has been 
little systematic research. My PhD research is designed to remedy this, and I am 
looking for participants who experience significant levels of negative emotional 
stress when studying, and who could benefit from the program.  
 
I am particularly interested in fear of failure, and how we try to deal with this. It 
could be fear of actual failure, or of failing to meet high standards you have set for 
yourself, or the standards you think others have for you. This can cause a lot of 
stress. 
 
Perhaps you have a problem with procrastination, and regrets about that, and you 
are unhappy about the quality of your work because you left it too late. You just 
are not doing as well as you know you can. 
 
Perhaps you are just too anxious to really concentrate, or you panic about 
assignments or exams. Negative emotional stress affects us all differently, yet it is 
something we all experience. And we can all learn to deal with it in our own 
unique way. 
 
If you have any of the above stress-related problems, or if you  become stressed in 
other ways, and don't deal with it well, participation in this study could be of 
benefit in helping you reduce negative emotional stress and improve your 
performance. The intervention methods are gentle and safe, and use a combination 
of techniques from kinesiology and psychology. I, and the consultants assisting me 
to provide the sessions, use these methods in private practice, but they will be 
provided free of charge to participants in this study. 
 
If you are interested in participating in this study, please contact me for further 
information, on campus, or at:   (email address)   or  (phone)     
It would be helpful if you could provide me with both your phone number and your 
email address. I will reply to all of you who contact me, but a maximum of 30 
participants for the study will be chosen from among the first applicants.  
 
Thank you for your interest 
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(b) Letter of Introduction  
 
 
Dear Student 
 
 
I am inviting you to participate in a research program that I am conducting as part of my 
PhD studies at GU.  
 
My name is Dominic Burke, and I am interested in an intervention that could help minimize 
the effects of negative emotional stress in tertiary students. It is based on a  method called 
“One Brain”. This method has been used for twenty years and now is taught in 30 countries 
of the world as an alternative health approach to resolving negative emotional stress. This 
research will investigate the effectiveness of the approach with the stress normally 
associated with university studies. 
 
Participation in this research is voluntary. Your participation in this project will not affect 
your standing at GU  in any way, as only I and my supervisors will have access to the 
research data. Furthermore your name will be removed from all data collected as soon as it 
has been processed. You may withdraw from this research project at any time without 
penalty of any kind.   
 
If you agree to be a participant you will be asked to attend four one-hour sessions with a 
consultant trained in this approach These consultations normally cost up to $80 for each 
hour, and, as participants in this research, you would receive them at no cost.  
 
The consultations consist of gentle techniques to reduce stress and enhance performance. 
During these sessions, you may gain insights and experience greater emotional awareness 
than usual. Emotional awareness is part of the process that allows the release of long term 
stress. Consultants  providing these sessions have had considerable instruction and 
supervised practical experience using this approach, and are themselves instructors of it. 
They also use this method in their professional practice. 
 
The four sessions will begin in as soon as possible after the beginning of second semester 
and be spaced one week apart. Please indicate your preferred day of the week and time, and 
I shall do my best to satisfy your preference. 
 
For this study 30 participants will be chosen from among the first applicants .  You can 
apply to participate in this study by emailing me at  (email address).   I will arrange to meet 
with those selected in order to sign the consent form and complete an initial interview, 
before the series of sessions begins.  
 
If you would like to have more information about this project, please feel free to contact me 
at (phone), or by email.  
 
Thank you for your assistance with this research. 
 
Best Wishes 
 
 
Dominic Burke: Researcher 
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(c) Information Sheet 
 
 
Senior Investigator:  Dr. Richard Goddard 
Student Researcher: Dominic Burke 
 
Working title:  An Intervention for Stress Reduction and Performance Enhancement for 
Tertiary Students 
 
The Research study 
 
This project aims to investigate the emotional stress of students at university. The 
intervention offered consists of four 1-hour sessions one week apart, to identify the 
individual effects of stress, and to assist in their reduction. Data gathered before and during 
the sessions will help to understand students’ experience and management of stress and 
identify how fear of failure and avoidance of failure affect the participants’ academic life.  
 
Purpose of the research 
 
This project will investigate the effectiveness for tertiary students of a process designed to 
resolve emotional stress, thus allowing enhanced performance. There are normal stressors 
associated with being a university student, and it is hoped that this approach will make the 
university experience more pleasant and more successful.  Fear of failure and avoidance of 
failure have been shown to form a significant part of student motivation, and research has 
indicated the need for an intervention  to assist students resolve emotional stress and be 
more success oriented. The process, proposed here as a possible method to assist students, 
is based on the “One Brain” system, now used and taught in 30 countries by alternative 
health practitioners to manage emotional stress. The system is called “One Brain” because 
it is based on the theory that stress overwhelm impedes balanced brain function and 
communication, and this system is proposed to restore balance and integration. 
 
Duration of the project / participant’s involvement 
 
This project will begin as soon as there are sufficient participants. Participation in the 
project will involve a preliminary interview to answer any questions and complete the 
consent form.  Each student will have four individual sessions spaced one week apart. 
Participation in this project is voluntary and participants may elect to withdraw at any time 
without comment or penalty. 
 
Possible risks to participants 
 
It is possible that participation in this study may trigger psychological discomfort, since it is 
directed at identifying and reducing emotional stress, however it is extremely unlikely that 
participants will experience any more than their normal levels of stress. The One Brain 
process was designed to be safe for anyone to learn and use, and has recently become 
accredited training for kinesiology health practitioners and kinesiology educators in 
Australia.  
 
Benefits that may result from the research 
 
The continued use and development of this approach over 20 years, and its current 
expansion into 30 countries, suggest that it will be of benefit to the participants of the study. 
Should research show empirical support for the method or some of its techniques, this could 
offer ways to provide assistance to students who suffer emotional stress in their academic 
lives. 
 
Confidentiality of the data 
 
All data will be aggregated for reporting purposes.  You will be required to supply your 
name and contact details.  However, through the use of a code system, participants’ names 
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and contact information will be stored securely at a separate location at GU during the 
course of the project. After data gathering has been completed and all responses have been 
entered into the data base, all names and contact information will be destroyed. 
 
Questions or concerns 
 
You are welcome to contact the investigator regarding any questions or concerns you may 
have about this project.  Should you have any concerns about the ethical conduct of this 
research please feel free to contact the Secretary of the University Human Research Ethics 
Committee on 3875 5585. 
Should you wish to speak with a counsellor, this opportunity is available to you  at GU 
counselling services. 
 
Feedback to participants 
 
Feedback will be available to all participants in this study.   
 
Consent 
 
Before your participation in the study begins, you will be invited  to a meeting with the 
investigator where  you will be asked to complete the enclosed consent form. This will 
indicate that you: 
 
1. acknowledge that the nature of this research and your involvement in the project 
has been explained to you; 
 
2. understand that confidentiality will be maintained and no identifying information 
will be released; 
 
3. understand that you may withdraw from this study at any time, without comment 
or penalty; and 
 
4. understand that your participation in the study is voluntary. 
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 (b) Consent Form 
 
 
By completing and signing this consent form I indicate that I: 
 
1. acknowledge that I have read and understood the information sheet about this 
research project,  and have had any questions answered to my satisfaction;  
 
2. understand that if I have any additional questions about the research, I can contact 
the senior investigator  Dr. Richard Goddard, or the student researcher, Dominic 
Burke; 
 
3. understand that all my answers are confidential, and that any identifying 
information will be detached from  questionnaires, and only group results will be 
reported 
 
4. understand that I may withdraw from this study at any time, without comment or 
penalty; and 
 
5. understand that my participation in the study is voluntary. 
 
6. understand that if I have any concerns regarding the ethical conduct of this project, 
I can contact the Secretary of the University Human Research Ethics Committee 
on 3875 5585. 
 
7.  understand that I am entitled to a copy of notes from my individual stress 
reduction sessions, and that any identifying information will be removed from the 
researcher’s copy. 
 
8.  understand that a report of the research will be made on its completion, and that, if 
I am interested in receiving one, it will be provided by the researcher. 
 
 
I agree to participate in this research project investigating the use of an intervention for 
resolving negative emotional stress and enhancing performance of tertiary students. 
 
I give permission for any information that I give to be included in this study, as long as it 
can never be identified with me.  
 
 
Name (please print)  _________________________________________ 
 
Phone  number ________________________________________ 
 
Email address  __________________________________________ 
 
 
Signature    ________________________________     Date  _____/______/______ 
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Appendix C: Initial Information Gathering 
 
 
 
 
 
 
Your Academic Life 
 
Your Personal Life 
 
What are 
your 
priority 
three 
stressors 
  
 
 
1. 
 
 
2.  
 
 
3. 
 
 
 
1. 
 
2.
 
 
3.
 
 
What do 
you not 
want in 
your life? 
Or.... 
What do 
you want to 
end? 
Or.... 
What do 
you want to 
have less 
of? 
 
 
 
  
 
 
 
 
 
What do 
you want in 
life? 
Or.... 
What do 
you want 
more of? 
Or..... 
What do 
you want to 
begin? 
 
 
 
 
 
On the back of the sheet:  How do stressors in your academic life affect your personal 
life? 
How do stressors in your personal life affect your academic 
life? 
 
Name: _________________________  Phone: ____________ Email: 
____________________   
 
 Signature:  _____________________________________       
Date:__________________ 
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Basic One Brain Examination 
Copied with permission of Three In One Concepts 
 
 
 
Stages of Stress:   Level #1   Level #2   Level #3 
Clear Circuit Indicator Muscle 
Water 
Overload 
Central & Governing Meridian 
 
***** 
 
Set Standards 
 By Others   NEC_____% PEC_____% 
 For Others  NEC_____% PEC_____% 
 For Self      NEC_____% PEC_____% 
 
Reading Perception: 
 Forward  OK  /  NO 
 Backward  OK  /  NO 
 Silently  OK  /  NO 
 Comprehension  OK  /  NO 
 
 Alphabet  OK  /  NO 
  
 Numbers  
 Addition 
 Multiplication 
 
Crossing Midline Left Side * Midline * Right Side.  (Extens.  /  Contr.) 
 
Short-Circuit Eyes: 
 Eyes Open:    Left  *  Right  *  Up  *  Down 
 Eyes Closed Left  *  Right  *  Up  *  Down 
  
 Eyes Open Near      *      Far 
 Eyes back/forth: 20 times.     OK   /   NO 
 
Short-Circuit Ears:  
Head turned to left:  OK   /   NO 
 Head turned to right:   OK   /   NO 
 Head straight forward OK   /   NO 
 
Fixation Test  OK   /   NO 
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Cross-Patterning 
 Cross-pattern  OK / NO 
 Ipsilateral  OK / NO 
 Looking at X  OK / NO 
 Looking at II  OK / NO 
 
Hyoid  OK / NO 
 
Transverse Flow  OK / NO 
 
Nutritional/Genetic  OK / NO 
 
CIA    OK / NO 
 
Emotional Stress Statement: 
 
“I want and trust my ability 
to_____________________________________.”   
NEC_____%  PEC______% 
 
“I do not want and do not trust my ability 
to_____________________________________.”    
NEC______% PEC______% 
 
 
 
 
 
 
 
 
 xiv
Appendix D. Perceived Control of Inner States Scale 
(PCOISS). 
 
 PCOISS-12 
 
 
Please read each statement and indicate your agreement or disagreement by writing a number from 1 to 
10  on the line. 
 
 
 
          
                                                                                                                     
strongly disagree     1        2       3       4       5       6        7       8       9      10      Strongly 
agree                                                                                                                                                    
 
 
1.   ______ I don't have much control over my emotional reactions to stressful situations. 
 
2.   ______ I can usually talk myself out of feeling bad. 
 
3.   ______ No matter what happens to me in my life I am confident of my ability to cope 
emotionally. 
 
4.   ______ I have a number of good techniques that will help me cope with any 
stressful situation. 
 
5.   ______ I find it hard to stop myself from thinking about my problems. 
 
6.  ______ I am usually able to keep my thoughts under control. 
 
7.  ______ I imagine there will be many situations in the future where silly thoughts will 
get the better of me. 
 
8.  ______ I have a number of techniques that I am confident will help me think clearly 
and rationally in any situation I might find myself. 
 
9.  ______ Even when under pressure I can usually keep calm and relaxed. 
 
10.  ______ There is not much I can do to relax when I get uptight. 
 
11.  ______ I have a number of ways of relaxing that I am confident will help me cope. 
 
12.  ______ If my stress levels get too high I know there are things I can do to help 
myself. 
 
 
 
Discussion of the scale.  
The PCOISS was designed  to measure perceptions of one’s ability to 
influence internal states and to moderate the impact of aversive events on 
emotions, thoughts, and physical well-being (Pallant, 2000). This twelve 
item version (PCOISS-12) was administered before and after the series of 4 
sessions for participants in Study 1, 2003, to measure control of inner 
reactions to stressful events and situations.  
  
Items are scored on a scale from 1 (strongly disagree) to 10 (strongly agree), 
with 4 items reverse scored. Low PCOISS scores are associated with higher 
self-reported anxiety, depression, negative mood states, perceived stress, 
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and physical symptom levels, consistent with general research findings of 
correlations between a sense of control and levels of well-being and 
adjustment (Pallant, 2000).  
 
According to research cited by Pallant (2000), for example, Skinner (1995) 
and Thomson and Spacapan (1991), loss of control is recognised as 
universally aversive, while interventions focused on increasing control over 
the event or situation may not result in decrease in distress (Taylor, 1986), 
and may even increase it. Thus Pallant suggests that focusing attention on 
increasing perceived control of the impact of an event on emotions, thoughts, 
and physical well-being, and at least limiting the impact on overall 
emotional wellbeing, may be more beneficial than attempting to control the 
event. Such factors as perceived control of one’s response, belief in one’s 
ability to control response, the value and meaning one assigns to stressful 
events, the ability to regulate emotional responses, may play a buffering or 
moderating role in the relation between exposure to stressful events and 
overall adjustment and well-being (see Pallant, 2000).  
 
 
 
Discussion of results for Study 1.  
 
Table D1: PCOISS Results for Study 1. 
 Time 1 Time 2 Test of 
Variable Mean              
SD 
Mean            
SD 
difference t 
PCOISS 61.22             
9.65 
78.11             
15.36 
            4.01* 
Notes. * p < .01, PCOISS = Perceived Control of Inner States Scale 
 
Table 1 indicates that mean PCOISS scores significantly increased over the 
course of the pilot study. Even with  such a small sample size (9 students), 
this finding suggests an important line of inquiry as the result demonstrates 
that participants in the program rated their ability to control their internal 
states at a significantly higher level at the end of the program than they were 
at the beginning. Since the stress intervention program is designed to assist 
subjects to be in control of their responses to stressful events, this finding is 
likely to be directly linked to the intervention conducted. Research cited by 
Pallant has suggested that “to be effective, an intervention should increase 
an individual’s level of perceived control or self-efficacy” (2000, p. 331). 
 
Results for other scales used in Study 1 offered no useful indications of 
value for the intervention. Student stress is likely to increase throughout a 
semester, especially approaching deadlines for assignments and 
examinations, thus measures of perceived stress would only be useful 
against a control group.  
 
A summary of stress theory that concluded Chapter 2 highlighted the view 
that it is not stress that adversely affects health and performance, but the 
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inability to regulate stress response. Stress is necessary for health, as well as 
an ability to manage stress response. The PCOISS is a measure of one’s 
ability to manage the stress response, and indications from its use in Study 1 
suggest its usefulness in possible further studies discussed in Chapter 5. 
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Appendix E. Two examples of BB evoked stories 
(Example 1 was discussed in Chapter 4, Part 1) 
 
Example 2. A brief example of the use of the BB may be found in an 
extract from the data for student 1.06. The consultant has not directed the 
client to explore the meanings of feeling words in narratives appropriate to 
the three ages, that is, childhood, adolescence and recent life, only to 
explore the words for the three levels.  
 
Conscious level: refreshed or fiery. “Refreshed: feeling energetic. Energetic 
in doing things. Probably the only time when I’m fiery-angry is when 
probably with my sister in-law what she’s done. Not so much anymore. I 
don’t worry about it anymore. Maybe inside I do but. (There is a problem 
with her sister-in-law and her father.)”  
 
Subconscious level: considered or over-looked.  “I am trying to think of a 
situation of maybe (about) me going to Uni. Probably . . . If there’s a 
problem in the family. (she was saying that the problems in the family are 
left for her to sort out. Her husband does not handle that sort of thing.)” 
 
Body level: completed or melancholy. “In this, this being like the last 28 
days I found I don’t really feel that I’ve been fiery in the last 28 days. I 
probably have spoken about it to my brother sometime over Easter but um I 
don’t really feel fiery anymore. I feel more a loss and probably a bigger one 
to my brother but then I don’t feel fiery. I have at times. Trust my instinct.” 
 
Researcher’s analysis: This student could reflect on feeling refreshed as 
a positive motivator, and could associate the feeling of fiery anger with 
her sister in law, but not so much currently in her life. Her remarks 
suggest that she, and her going to university which she valued, were 
not-considered and were overlooked, particularly by her husband.  
 
She did not reflect on the meanings of the feelings completed and 
melancholy, but returned to discuss fiery anger in a rather detached 
way. Her suggestion of a feeling of “a loss” opened a context for 
exploration that was not taken. Over-looked is a feeling within the 
category “Fear of Loss,” and it is likely that she was feeling over-looked 
by her husband who, she believed, did not consider her university 
commitment valuable enough to involve himself in helping her resolve 
stressful family matters.  
 
These narratives suggest that the quality of her relationship with her 
husband was central to her current issues, more so than relationships 
with her sister in law and brother. It is likely that exploration of her 
feeling over-looked would have allowed her to acknowledge that she felt 
some fiery anger not only toward her sister in law and brother, but 
towards her husband. It is likely that she felt vulnerable and was self-
defended about feeling anger toward her husband, and that it would 
have been beneficial to explore the possibility of avoided angry feelings 
and their implications in her thinking and behaviour. Being able to 
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acknowledge and accept angry feelings probably would have allowed 
her to be, and feel, more refreshed in her relationship with her husband. 
This analysis does not suggest lack in the intervention session as a whole; 
it is presented to illustrate how the student thought in response to the 
identified BB words, and how her thinking could have explored further. 
 
Example 3. A different use of BB to evoke narratives is illustrated in the 
consultant’s notes from session 1 for student 1.12. The student had viewed 
the BB and, uninvited, selected words for herself, however she chose 
categories rather than specific feelings: Willing, Antagonism, Assurance, 
Grief & guilt, Attunement, Oneness. Those categories do not represent the 
approach and avoidance motivational polarity as the BB depicts it. 
 
Consultant’s notes: “While I was telling her how the Barometer worked she 
started telling me the words that she felt applied to her before we actually 
found her BB words with muscle testing (SRI). I showed her how the 
(words) she picked fitted in with the (words identified by SRI). She 
responded, ‘so I wasn’t far from the truth’.” 
 
Conscious level: refreshed or fiery: “I would want to talk things out and fix 
things, just to basically to tell my family that everything’s OK and I’m OK. 
Yes make them aware of it. I get angry when my Mum makes a statement 
that about me and she doesn’t have any idea what she is talking about; she 
has this preconception of what I’m like and what the people in my life are 
like, and she has no idea. So I get angry then.”  
 
Subconscious level: considered or overlooked: “I did well in year twelve 
and people respected me for my work. I was a good English student, was 
appreciated. Yes. Yes my Mum recently said, given the chance, given the 
choice again she would never have kids cause she has been having a lot of 
problems with her eldest two. So I felt overlooked – Fear of Loss that she 
was just going to stop caring. That’s my story.” 
 
Body level: completed  or melancholy: “Tell you some specific story? Just 
that I felt loved and that nothing would happen to me. Safe, Yep basically 
safe. Probably safe. When I was younger when my brother was kicked out 
when I was 5 years old. There were a lot of arguments, so scary. (Do you 
have any comments about the Barometer story?) That’s it. That all makes 
sense.” 
 
Researcher’s analysis: It appears that the consultant had indicated the 
three levels for feelings, those for current life, adolescence, and 
childhood, since the student has reflected on her life at those times. Her 
current anger with her mother seemed to be associated with feeling not-
considered; considered is polar opposite of the feeling overlooked, and 
her mother “doesn’t have any idea what she is talking about; she has 
this preconception of what I’m like and what the people in my life are 
like and she has no idea.”   
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From age 12 she recalled feeling considered, but then again referred to 
feeling overlooked by mother. In childhood, the feeling completed meant 
“felt loved” and “basically safe,” then “probably safe” then, after her 
brother was kicked out, life became scary. It is logical to think that a 
transition from feeling completed and safe to feeling scary, which would 
have meant un-safe, could have left her feeling melancholy; it would 
have been good to have her reflection on the meaning of melancholy. 
Had the student been directed to select feeling words within the 
categories she had consciously chosen before the SRI was used to select 
the BB words, the student’s self-exploration, and the narratives, could 
have been enriched further. 
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Appendix F. Student 2.12  Consultant’s Notes 
 
 
 
Session 1  
  
Issues: I don’t 
know where I’m 
going in life; 
Choosing a career. 
BB: reliable/ self-
punishing; 
“reliable” means: 
to show up today; 
parents are getting 
older; get my 
career going; 
“self-punishing” in 
that I should know 
what want to do; 
punishing myself a 
lot; negative self-
talk  
I want and trust 
my ability: to write 
assignments 
easily, straight 
through; 
communicate what 
I mean, instead of 
it being 
painstaking; I’m a 
perfectionist 
Age 13: hounded 
by bullying group 
of girls 
Age 10: first best 
friend; started to 
dislike her; she 
was lying; lost 
touch with lot of 
close friends since 
then 
Age 8: older half 
brother (common 
mother) moved out 
to go to uni;  
Age 6: brother 
yelling to be quiet 
because he is 
studying; fighting 
with other (full) 
brother; 
Age 3: going to 
kindy; leaving 
parents who 
worked a lot;  
Emotional body 
needs 
nourishment: 
needs reassurance; 
not being 
abandoned; lonely; 
if mum sat her 
down and told her 
what would be like 
at kindy; there are 
Session 2 
  
Feel really good; set some 
goals; thinking locus of 
control; room was a mess 
and now cleaned it up; I’m 
in control, charge of my 
life; was thinking where I 
was going; wanted to 
change situation; didn’t 
like where I was headed; 
being lost; wanted to steer 
direction; want to be able 
to change direction easily;  
Issue: Personal: to be able 
to maintain feeling of 
control; this is important 
Academic: the same;  
BB: brave/threatened; 
introverted, trying to 
express self; someone 
challenges and points out 
flaws; unimportant—
feeling ordinary; like to 
feel each person brings 
something unique; I don’t 
feel effective; really 
appreciate meaning of 
“unified”; recognise 
“seething” anger;  
I want and trust my ability 
to be myself; 
15: lonely at school; no one 
to be with; spend lot of 
time in library at lunch 
time; feeling drained when 
go home 
13: been thinking of 
contacting those girls 
again; had 8 years of 
connection and want 
closure; to know what 
they’re doing;  
10: grade 4; had first real 
best friend 
7: teacher praised me; lots 
of certificates; I still have 
them in a book; nice 
things; acknowledgments; 
felt special and intelligent;  
4: maybe grade 1; first 
started school; very 
nervous; tried to make 
friends with boy; he said I 
don’t like you; I cried; this 
was first day; we all 
brought crayons and put 
them on a shelf; mine were 
lost; I cried; the teacher 
just let me sit there; no one 
asked me what’s wrong;  
2: don’t remember a lot; 
thinking of the house, the 
Session 3 
  
Time has flown; feel 
really good; 
scheduling now; 
scheduling helps; 
spend 10 mins to do 
this; can rely on it; 
helps to stress less; 
Issue: to work on 
personal friendships; 
see friends more in 
holidays; now going 
to different 
universities; to 
improve on them; to 
make new friends if 
going into new 
degree; still look to 
law; no hurry; need to 
grow a bit; personal 
friendships, not many, 
but dear to me; maybe 
neglect them while I 
do assignments;  
I want and trust my 
ability to be myself;  
58/89 
BB: reliable/self-
punishing; mostly 
reliable for self; feel 
really guilty, 
especially regarding 
uni when think of 
opportunities; parents 
pay for it; reliable to 
parents; tell self I’m 
worthless; not smart 
enough; negative self-
talk;  
13: was very bright; 
top of class in 
English; teacher 
praised me a lot; 
encouraged me to go 
into debating; 
excelled in English; 
didn’t feel like hard 
work; was fun; 
creative; enjoyed 
school (apart from 
those girls); this was 
time when I felt 
smart, capable, 
worthy; didn’t doubt 
my skills; faith in 
what I could do;  
3: punished for 
wrong; made to feel 
guilty for accident in 
parents work place; 
shamed and 
embarrassed; 
Session 4 
  
Doing ok; relapse on 
weekend; went back to 
old patterns; 
procrastinated. In 
denial; didn’t believe in 
my ability; not smart 
any more; started first 
semester last year; 
skipped second 
semester and first of 
this year; pulled out of 
second semester; 
dropped out; stress and 
loneliness; tired all 
day; sleep from 4.00 
when got home till next 
morning; fatigue; 
wanted to move to law; 
first counsellor gave 
wrong advice about 
eligibility; doing 
course I don’t want to; 
recognise this can drain 
energy; on other and 
need good grades to 
switch course; lots of 
regrets; “if only 
I ……..”  feel I can’t 
cope; I know I’m 
intelligent, but if I was 
I wouldn’t be 
deferring; Emotional 
body not aligned; III-
8C; suggest analytical 
by nature;  
BB: proud/unwelcome;  
really angry; nasty at 
work; didn’t 
understand work; 
didn’t need to be there; 
other staff could easily 
handle work;  
I want and trust my 
ability to pass semester 
89/17 
12: emotional 
relationships; buddy 
groups for a class trip; I 
wanted to be with one 
girl, she wanted 
another, meant we 
were a threesome; we 
tolerated it;  
7: when teacher praised 
me 
3: kindy; not playing 
with others; didn’t 
bother me then; other 
times I wanted to play 
with boys who were 
having fun playing 
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lots of kids and 
games and not 
scary place and 
will pick you up 
soon; now happy 
and reassured; 
0/99 
Age 13: nourish 
emotional body: 
had friends from 
former grade; then 
girl in grade 8 
turned friends 
against me; just 
continued to hang 
out with them; 
nowhere else to 
go; comfort the 
child: some days 
were really bad; 
gives her child a 
hug (cries tears) 
feels really good 
feels a lot better; I 
feel 13 now; that 
I’m not alone and I 
can make it 
through this; feels 
good to be 
comforted; what 
I’m going through 
not right; 
shouldn’t be 
happening; (meant 
to happen to make 
me stronger; I’m a 
sensitive person); 
girls put graffiti 
about me and 
another; that I was 
a “prostitute” and 
my phone number 
in the shopping 
centre; some 
called my parents; 
teacher found the 
graffiti and it came 
out; the students 
suspended; they 
enjoyed this as 
time off school;  
Age 15: same 
girls; girl blaming 
me for getting 
them into trouble; 
I’m hurt and 
outraged; thought 
this was patched 
up; comfort the 
child: I tell her to 
fight back; take a 
stand; prepare; get 
words right; make 
sure don’t get 
confused; make 
them understand 
what is going on; 
street; brothers could ride 
bikes on the grass; I 
couldn’t with a tricycle and 
felt left out;  
8months: maybe about 
parents; I’m always left 
out; they’re never really at 
home; lots of baby sitters 
birth: shocked, freaked out; 
maybe denial; that’s how I 
remember it; still go into 
denial a lot; try to avoid 
situations instead of 
confronting them; wait and 
see what happens instead 
of taking action; 
Correction: emotional body 
nourishment: nourish the 
child; baby was crying and 
screaming; now subdued; I 
held it; stroking it; 
soothing noises; letting it 
hold my finger; let baby 
know someone is looing 
out for her; paying 
attention to it; it’s quiet; 
paying attention back to 
me; getting over the shock 
of being born; it’s 
exploring the new world; 
what it’s feeling, touching; 
(there wasn’t much touch 
in growing up, especially 
after age about 6)  0/100 
7: (reminder: you’re 
feeling smart) yes, feeling 
included, and wanted; that 
I’m an asset; valued; this 
leave me more free to 
express myself; confident; 
then I want to work harder 
and do better; feel really 
good about myself; (a 
teaching session about 
positive motivation 
17: after left high school; 
lost all connection and who 
I was with other people; all 
gone; work at parents 
restaurant; didn’t like it; 
made many mistakes and 
parents criticised me 
publicly and embarrassed; 
couldn’t get the hang of it; 
absolutely hated it;  
also looking forward to 
uni; will find people I can 
connect with; friend to go 
to movies and shopping 
with; go to uni is doing 
something I love; starting 
again; all options open; 
there are perks at uni; to 
choose tutorials etc; I could 
be having the time of my 
life; could leave the past 
behind; go out and be the 
Correction: comfort 
the child; child all 
wet; get a towel, dry 
her off, crying; ok 
now; nothing can 
hurt; it doesn’t matter; 
now you’re all safe; 
joke about; not such a 
big deal; funny; not to 
ridicule but to joke 
with her; keep it 
between me and 
child; everyone 
doesn’t have to know; 
make sure she is ok; 
talking, communicate, 
able to laugh herself;  
8: older student 
rebuked me; first time 
I did something really 
wrong at school; 
scared of being 
caught and got 
caught; correction: 
fixation; 
9: sick at school; at 
playtime; a game of 
business; given 
pretend money, etc; I 
was solicitor; got 
sick, was lying down 
and threw up; teacher 
angry, feel 
embarrassed;  
Comfort child: I am 
the teacher; reassure 
her; not your fault; 
more important 
you’re ok (instead of 
bean bag--he didn’t 
say anything; left me 
feeling guilty) you 
must be sick; don’t 
worry about the bean 
bag; I’ll take you to 
clinic to see if you’re 
sick; then you can 
help me; (consultant: 
we do stuff for people 
but help them feel 
guilty) I really looked 
up to him, but let him 
down; 
13:  have a 
conversation with this 
girl: getting studies 
done but these girls 
make fun of me; feel 
humiliated, 
embarrassed; they 
want to fit in; but 
putting someone else 
down, they try to get 
themselves up; power 
over someone; I’m 
not doing much; just 
ignore; maybe they 
with trucks; they didn’t 
want me because I was 
a girl;  
Conc/M: mother’s 
attitude is to work 
hard; sacrifice; she 
grew up in poor times; 
when 16 she had to 
look after siblings; 
there was poverty; hard 
times; 
I’m living much better; 
I owe her a lot; (at 
conception) maybe a 
mistake; or maybe I’m 
here for something 
important; haven’t 
realise this yet; maybe 
to become an author 
and write about how I 
see things so others can 
also discover; writing 
to show people how 
world is; (what would 
writing do for you) 
would be spiritual 
experience; would be 
personal; liberating 
experience; liberated 
from  (tears); want to 
express myself as I 
want to be; Picture 
frame: there is light 
erupting outward; it’s a 
“cosmos picture” 
exploding out; different 
dimensions of my soul 
out of blackness; the 
self I haven’t been able 
to actualize; I am 
happy being on my 
own; other times I 
can’t be; others looking 
at me; I’m being 
watched and can’t 
respond; 
7: school sleepover; 
woke up during night; 
a girl ate the snack my 
mother gave me; it was 
very special; 
reliable/self-punishing; 
trying to be reliable 
to/for mother;  
comfort the child: hug 
her; she needs this; tell 
her that even thought 
someone got her treats, 
she still gets the love; 
this love is for her, 
none else; simple, pure 
love; she can have 
another treat, and even 
one better, fresh bread, 
etc; (describes the care 
of preparation)  
17: at uni; doing very 
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try not to feel 
afraid; because 
they weren’t in the 
right; speak out 
about what’s going 
on;  
Age Present time: 
tell myself to be 
brave; take one 
step at a time; just 
keep going; do 
something; “tried 
that before”; don’t 
understand 
motivation; 
shouldn’t be this 
hard;  
Age Future 
2weeks: reliable 
for self; take a 
holiday; chill out 
me time; shopping, 
friends; start work 
on assignments; 
get ahead; maybe 
like to move into 
law; it comes easy 
for me;  
What learned: I 
carry things from 
the past; not very 
decisive; easier to 
communicate on 
paper than 
verbally; things in 
past very much 
affect me; want to 
just push away;  
 
Choose: forgive 
myself 
I’m ok person 
Look for solutions  
 
person I want to be; (what 
if you could let go of the 
past) laughs; I think I’d be 
unstoppable; energiser 
bunny; doing my dreams; 
wouldn’t be afraid, 
thinking of failure; 
everyday would be new; 
(talk about function of 
fear) survival; I always 
bring up the negative; 
positive is harder to bring 
up;  
Present: feeling of control; 
set up budget to get laptop; 
this is something to aim 
to ; feel good; “in six 
months I’m going to…….” 
I’ll be 19 in 3 months; 20 
next year; wow; (don’t feel 
that mature) 
Future 6d: 0/58  get all 
rough drafts of assignments 
done; need to pass these to 
do the degree I really want; 
law degree; then look 
forward to fun stuff; two 
friends at uni can now do 
degrees they want because 
they worked hard and did 
well; they are what you see 
is what you get people; I 
am very complex; good but 
not when confused; I think 
I don’t have interpersonal 
skills for HS work;  
Learned: I harp on the 
negative far too much; 
always bring up the 
negative; 
 
Choose: I choose to look 
on the bright side      
I can do this 
Start things earlier 
 
won’t be mean; push 
down feelings but 
being respectful of 
them; will not be 
mean to them; (tell 
them how you are 
feeling: really 
humiliated, violated 
when you say those 
things to others; make 
fun to cut me down; 
deliberately; has been 
going on for some 
time; I’m confused; 
we used to be friends; 
I won’t stand for 
being pushed around 
any more; (tell them 
what you want:  I 
want to be treated 
respectfully; as friend, 
like I treat you; to 
have conversation 
without putdown; to 
have the fun we used 
to have;  
S/F V-4C: 
(consultant) this 
suggests: potential 
volcano of energy and 
action; essential 
choice as basis for 
equality; this needs to 
be directed by pursuit 
of real interest;  
She speaks of her real 
interest which is 
philosophy; but what 
future is there in 
studying philosophy; 
however this could 
complement or 
supplement studies; 
Future 5 d: first 
assignment; handing 
it in; feeling 
achievement; relief of 
stress; also preparing 
other two 
assignments; 
 
Choice: to have hope 
You can do it 
To smile more 
 
well; no doubt; 
excellent grades; then 
getting a bit obsessive; 
spending too much 
time, perfectionist; 
panic attacks; friend 
said it was very good 
work, you don’t have 
to be perfect; EBA 9: 
understand the need to 
have heart and mind 
and body in harmony, 
otherwise you are  
exhausted; Health of 
heart is central; can use 
journal 
Fut 3W: 0/27  Reliable: 
have to be me; listen to 
my own feelings; act 
on them; look at my 
own goals; means not 
thinking what others 
want me; means 
courage, faith; used to 
believe in myself; feels 
happy: colour is light 
blue; all through the 
chest area; radiating 
from centre out, like 
sphere expanding out; 
this could extend out 
and touch others;  
 
Choice: to believe in 
myself  
I can do this 
Do what I can now, 
one step at a time 
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Appendix G: Student 1.10 story analysis 
 
Her thinking about her current life  
 
In response to the invitation she wrote of “a fear that my work is 
unbelievably ‘stupid’ regardless of how much I have put into it,” then wrote 
in the information form: “wondering if I have the intelligence, worrying 
whether I will pass this degree” and “stress about whether I have done 
enough for my friends.” Her sessions show how deeply these two themes 
interact in her life. The following table (E.1) presents the feeling words 
identified by the BB and SRI and her key thoughts about them. Following 
that is a discussion of her four sessions. 
 
Table E.1. Student 1.10 feeling words and her thoughts 
Feeling words  Key thoughts about feeling words 
Involved or Discouraged 
Needed or Wounded 
Need to have equality in family; wanted to be equal 
and involved; just kind, not involved, really wanted to 
be involved; not needed, wanted to feel needed; 
youngest is never needed; feeling of not being needed; 
pain of not-needed; wanting to feel needed; needing to 
know I’m needed. 
 
Sincere or Defeated 
Essential or Dumb 
Choice or No-choice 
Lot stupider than rest of family; relate to dumb; in my 
family felt quite stupid; felt really stupid, buried 
myself in friends; too stupid to pursue success in 
school; convenient to be viewed as dumb; ‘I’m dumb”, 
‘I’m the dumbest’ a handy excuse and joke, but what if 
it’s true?   
no-choice in that my family moved a lot in my 
childhood; parents worked hard to be really successful, 
but financially only broke even;  
Sincere meant: would hate it if someone didn’t like 
me. 
 
Reliable or Self-
Punishing 
Cooperative or 
Conquered 
Yes I feel guilty if I can’t help people; exploit myself 
to help others; have to conquer self, to push self; guilty 
if lazy part wins; want cooperation of worker and lazy 
part. 
 
Brave or Threatened 
Unified or Unimportant 
Incredibly unimportant in childhood; there are people 
who do wonderful things and losers and I’m in the 
middle; resigned to being mediocre; but teachers are 
important so I have to pretend its ok to feel important; 
threatened by knowing I could be better; easier not to 
be successful;  
At the beginning of session 4, “reliable” meant: “just 
to it;” but “I’ve got to be brave, because I can’t do it 
 
 
Session 1: feeling words identified: involved or discouraged under the 
categories “Equality” and “Grief and Guilt,” on the Subconscious level, 
which are associated with needed or wounded under the categories 
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“Interest” and “Resentment,” on the Conscious level. In the following text, 
quotation marks indicate text from consultant’s notes.  
 
The words “make sense, a need, since I can remember, to have equality or 
establish equality in my family.” As the “youngest child, thought I might 
have been a little inadequate.” It’s a “little scary that now I am keen to go 
into teaching as my parents are” teachers, and three brothers and sisters 
teach. “I tried to rebel, thought I was a lot stupider than they because they 
were very intelligent people. I respected that and had issues of being 
inadequate, but never voiced them. I didn’t know I wanted to be equal and 
involved in that. Definitely I love my family” and kept quiet about that. “We 
weren’t a particularly close family; everyone had their pursuit and I thought 
well I haven’t really got any pursuit. I am just kind, not involved, … I really 
wanted to be (involved), but thought well what if I really couldn’t do it, … 
oh I couldn’t do that; the youngest, so I’m not going to know everything; … 
bit of an issue for me; couldn’t put words to that till after my first degree. 
Doing lot of thinking and growing up and realising I didn’t feel equal at that 
point; very aware now that I am, in regard to doing a teaching degree.” 
 
“I was not needed, wanted to feel needed, and imagine that came from being 
the youngest of five children; the youngest is never needed. … I would have 
wanted to feel needed and given that attention; I did have feelings of not 
being needed (at uni), was there just to get my degree and tried to avoid 
feeling the pain of not-needed, … just wanting to feel needed, would take it 
very personally if someone in a tutorial or such did not like me; needing to 
know I’m needed. The words of ‘Resentment’ (the category) a bit strong, 
but I relate to dumb. When younger, in comparison to people around me, I 
was a bit above average but, in my family, felt quite stupid.”  
 
Beginning session 2: the student was reminded of the issue of fear of 
success: “you have to be awful, ruthless to have success; I had a good 
discussion with someone else and don’t have a problem with it now; realize 
I want to be successful; put a lot of work in, want that to be successful.” She 
was worried that she couldn’t show her knowledge in exams, though she 
could in assignments. The SRI identified the feelings reliable or self-
punishing, also under the categories “Equality” and “Grief and Guilt.” “Yes 
I feel guilty if I can’t help people who ask; … give up things for self to help 
others; I have an obligation to give up things for myself, exploit myself to 
help others. I became a sounding board for others hadn’t even worked out 
how, didn’t project anything of myself.” An association was made 
between her anxiety about academic success and her need to help others, 
her need to be needed. She had not been reliable for herself, including 
her academic success. She was trying to be reliable for everyone else.  
 
The SRI and BB then identified the feelings sincere or defeated, also under 
the categories “Equality” and “Grief and Guilt,” which are associated with 
categories “Choice” and “No Choice.” For the student, no choice meant that 
family “moved a lot in her childhood, … getting the place looking nice” and 
move. Her “parents were visionary, worked hard to be really successful, did 
productive things, became really successful,” but “couldn’t manage money 
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and financially only broke even.” Sincere meant she “would hate it, be very 
upset, if someone didn’t like me; never had enemies, liked everyone and 
would take it personally if someone didn’t like me.” Dumb meant she “felt 
really stupid, buried self in friends; too stupid to pursue success in 
school, … to worry about school and doing well; school was social; joked 
about getting the lowest scores in family, blasé; could have easily done very 
well but didn’t care; enough just to get into uni. ‘I’m the dumbest’ is how I 
dealt with getting lowest marks.” It was a “handy excuse to say ‘I’m dumb,’ 
convenient to be viewed as dumb, otherwise a lot expected.” She had friends, 
was “not interested in academic stuff,” had an attitude of “ ‘I’m dumb,’ a 
joke I make with self, not true, but what if it is true? (It’s) a misfortune to be 
around very smart people, always comparing self to others; don’t know how 
to look at my own intelligence, haven’t proven to self I’m not dumb.” Her 
reflection in the meaning of dumb makes sense of her academic and 
personal stress, but the meaning of sincere for her warrants the 
discussion below.  
  
Beginning session 3: the student had done well in exams, wanted to do well 
in the new semester, but had self-talk precautions in case she didn’t. She 
was “not so much worried about marks, more about understanding the 
information.”  Her focus had moved from others’ expectations, to her 
own being intelligent. The theme of feeling dumb does not appear after 
session 2.  
 
She mentioned her issue with success and was asked to make a statement “I 
want and trust my ability to be successful,” which was “scary,” and the SRI 
indicated high negative emotional stress and low positive motivating stress, 
to which she reacted “oooo. Don’t know why it’s a tough one; not clear yet 
about success, what it means, how I feel about it, trepidation.” The SRI 
identified the feelings cooperative or conquered, under the categories 
“Equality” and “Grief and Guilt.” “Have to conquer self, to push self; guilty 
if the lazy part conquers; want it to be cooperation of the worker and the 
lazy part, but go to extremes.” 
 
The SRI then identified the feelings brave or threatened, under the 
categories “Assurance” and “Fear of Loss;” threatened is associated with 
unimportant under the category “Separation.” “Incredibly unimportant in 
childhood. had idea there are people to do wonderful things, others to be 
losers, and I’m one of those in the middle.” She had “resigned to being 
mediocre, though somewhat happy, as long as I pass, because I’m not a 
particularly important person in the world.” “Realise teachers are very 
important in children’s lives, bit of a shock; want to be one of these, pretend 
it’s ok to feel important. I would have ignored any feelings of anger at 
feeling unimportant, comfortable being mediocre, would be threatened by 
knowing I could be better. A stage of threatened when considering doing 
this degree, whether I’m able to do it. Easier not to be successful, capable of 
doing simple things. Realise I do want to do more, bit of a shock. There’s 
nothing wrong with a basic life, but kind of miss a lot.” She had learned to 
feel unimportant and identified herself as mediocre; as much as she said 
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she wanted success, she felt threatened about thoughts of becoming 
successful which challenged her beliefs about herself. 
 
Beginning session 4: the SRI identified the feelings reliable and self-
punishing. Reliable would mean “just do it” though she “used positives as 
self-punishing.” The SRI then indicated the feelings brave or threatened. 
“I’ve got to be brave because I can’t do it; if I start getting scared by the 
load I tell self I can do it. Not scared of success now; want it, really love it 
as teaching; now fear of not being successful; what I hadn’t acknowledged, 
fear of failure.” On this issue, the SRI indicated a high negative emotional 
stress, which is understandable since she has “got to be brave” believing she 
“can’t do it.”   
Reflecting on the student’s thinking in response to identifying the BB 
words 
 
The BB’s function is to identify the feelings of emotional reaction patterns 
or  habits, so that an individual may attend to the emotion’s cognitive 
components. These are interpretations and their consequent assumptions, 
beliefs and expectations, that can maintain and contribute to stress 
overwhelm.  
 
The student felt not-needed while growing up, and thought this was because 
she was youngest in a family that’s intelligent and not close and the 
youngest is never needed; “painful feelings” of not-needed continued during 
her first degree studies. She wasn’t involved, “just kind,” “felt” inadequate 
and stupid, thinking she wasn’t intelligent enough to be involved. She was 
reliable, which meant feeling guilt and obligated to help others, similar to 
what it meant initially for student 212. Being a “sounding board for others,” 
but “not projecting anything of herself,” she could be needed, but not 
involved. These are the feelings and thoughts that make sense of her fear 
that her work was “unbelievably stupid,” worrying that she hadn’t the 
intelligence to  pass her degree and about whether she had “done enough for 
friends.” 
 
The BB’s polar opposite feelings to needed and involved, are wounded and 
discouraged. She spoke of the “pain of not-needed,” though this “never 
really made me resentful or anything like that” with family. One might 
wonder about this denial, and it would have been beneficial to have her 
think about feeling wounded with family. It is likely that her “need” to be 
equal and involved with her family, who “were very intelligent,” would 
have entailed feeling discouraged, and that this feeling also could have been 
explored. Early in the first session, she spoke of feeling “inadequate” in her 
family during childhood. The word appears on the BB and, though it had not 
been identified by the SRI, her understanding could have been enriched by 
exploring this and the BB associated words. 
 
The BB’s polar opposite to sincere is defeated, and associated with feeling 
dumb, which she readily acknowledged. Dumb meant that she “felt really 
stupid, buried self in friends; too stupid to pursue success.” It was 
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“convenient to be viewed as dumb,” though it was not true, “but what if it 
is?” “I am the dumbest” seems like a statement of identity, and she was 
resigned to being mediocre.. Sincere meant “would hate it, be very upset, if 
someone didn’t like me; liked everyone and would take it personally if 
someone didn’t like me.” It is difficult to differentiate her sincere from what 
defeated would mean, as it implies a surrender to the need to be liked by 
everyone. Given her definition of sincere and her identifying herself as 
dumb, it would have been beneficial had she been asked to reflect further on, 
and differentiate, the meanings of sincere and defeated.  
 
She felt threatened knowing she could be better, for it was easier not to be 
successful and do “simple things.” Feeling unimportant or “not particularly 
important,” she tried to “conquer the lazy part;” she had to “pretend it’s ok 
to feel important,” since she wanted to be a teacher. Her hardworking, 
visionary, successful parents were not really successful for they only broke 
even financially. She now wanted  more than mediocre, which was another 
“shock,” and felt threatened she couldn’t do it because of past attitudes, so 
had to be brave and tell herself she could. By the end of the sessions, she 
had resolved her fear of success, then acknowledged a fear of failure.  
The student’s time-line travel  
 
All four sessions for student 110 included her thinking about her childhood 
and adolescent experiences. The SRI indicated the following ages for 
consideration in each session: (1) 13, 7, conception, 7, 17, present; (2) 13, 3, 
conception, 5, 17, 22, present,  future 3 months; (3) 14, 7, conception, 6, 16, 
17, 22, present, future 3 months; (4) 13, 3, conception, 7, 17, present, 13, 
present. Data of the four sessions are collated into the age groupings, 
assuming the time from conception to 7 as childhood, and ages 13 to 17 as 
adolescence. The interpretive process will consider the data from each age 
together, disregarding the sequence in which ages were re-visited. Age 22, 
present, and future time would represent an expansion of current thinking as 
a result of her exploration of her past. 
 
Childhood. Conception was the earliest age, and identified by the SRI for 
all four sessions. As explained above, a consultant will usually ask the client 
to think what might have been happening then, particularly in the life of a 
parent, mother for this student. Her mother would have considered life 
unfair; she’d be working a lot. At times all were living in a shed in one bed 
and parents had to keep working to provide. The following paragraph is 
from her first session, the SRI having suggested conception as the age for 
reflection.  
 
“I don’t remember much of mother who’s working a lot; image of her  
sitting on bed doing marking. She encouraged me to use my imagination, 
and reading was very important to her. Mother had a strict upbringing, 
tough childhood; I never heard her talk about it; wasn’t till recently I found 
out how she grew up. Friends in uni know everything about their parents; I 
thought ‘hang on I don’t know anything.’ It wasn’t important to tell me; she 
obviously didn’t want to talk about it. She wanted us to have choices 
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because she didn’t have her own, wasn’t given the choices she wanted. She 
left me alone to make choices, not impressing any path on me; ‘we’ll love 
you whatever you do.’ I was not pressured by mother to any particular 
choices. She made clear what she liked and didn’t like, but didn’t say don’t 
do this, don’t do that. Mother remarked recently, ‘I’ve never seen you cry 
before.’ I sure had; it means I didn’t go to parents with a problem, but did 
what she said, went to my imagination. Don’t remember being particularly 
upset when younger, and in high-school would go to friends, so didn’t have 
conversations with parents.”  
 
At age 3: “I don’t know if I was looked after, both parents working, and 
everyone else at school. First time left at home, only child not going to 
school; don’t remember who looked after me; went to kindy when at 4. At 
age 5 we moved to C, I disliked open dry spaces; had nightmares of ‘desert 
things.’ At age 6 back to M and to a school where I was happy and played; 
the idea of a happy life, just family, where I enjoyed my own company and 
the environment and nature.”  
 
At age 7: “in the same class as brother and sister twins, in a school of 
grades1 to 5. Wonderful time, environment, learning was fun. Moved to 
school in N, a big city, into year 3 again, because I was younger. I was in a 
classroom, in rows with new rules of doing things, a shock. I didn’t 
understand this, forced to have morning tea and lunch, to sit under a 
building. Start to remember school from this point, would go out of school 
to sit under a tree, walking, a difficult adjustment period, made a friend who 
could keep me in class.” 
 
Her story of childhood reflects the BB feeling “not-involved.” She 
thought she was too dumb to have equality with mother and siblings. 
This, with the instability of early school life, makes sense of her 
increasing disinterest in school and her need to cultivate many friends 
where she would feel needed, which will be prominent during 
adolescence. 
 
Adolescence. The first age of adolescence indicated was 13. “First year 
high-school, first taste of real school; mother was a teacher there, brothers 
and sisters also there. Realised I am different from the rest of the family; put 
much value on friendships and kept a huge group of friends through high-
school; school was nothing but social life.” At age 14: “Grade 9, started 
work Thursday night and the weekend; was not resentful because I assumed 
that is what you do; wouldn’t let myself feel resentful.” At age 16: 
“Wouldn’t have cared about school; worked and wanted to be social; put no 
effort into school, though did well. I enjoyed the year and relaxed about 
everything, and got a shock going into year 12.”    
 
Age 17: “Being friends with everyone, was voted and forced to be school 
captain, a shock. I didn’t want responsibilities, or distance from friends, 
wanted the fun time of year 11 again. I made a show of caring, but had no 
heart in it, or school pride. I’m mediocre, went through pretending; had to 
do things friends couldn’t be involved in. Then left home to start uni, a 
 xxix
shock move to Brisbane, which opened my eyes to new ways of living. For 
the first year forced to live with two sisters, but spent the time not at uni 
with lots of friends from work, a discovery time, open to new things. I 
didn’t like having to live with family. Was in the city making new friends, 
taking ridiculous lengths to get away from my sisters.”  
 
Adulthood. At age 22. She was living in a small dwelling with boyfriend, 
sister, sister’s husband and parents. “It taught us we could live without a 
social life; having no friends was fine, with less need to socialise. I wanted 
just to do a full time job, without thinking, brain switched off. Tried for a 
while thinking mediocrity things, and knew I would have to study again. I 
could go through the motions of a job, it wasn’t what I wanted; maybe it 
was arrogant to think I wanted to be more, to think I could be better than 
mediocre. Not learning anything new, or challenging myself; that was my 
place. I could do that, so why should I think I could improve myself? Felt 
guilt about thoughts that I could do better, people all over the world do 
(ordinary things) every day; they are happy to be normal.”   
 
Adolescence was a time for developing and consolidating friendships and a 
social life. She put no effort into school, and separated from family. Even 
studying for her first degree “was all social life.” Then she found herself in a 
conflict of wanting to learn and improve herself, but feeling guilt that she 
wanted to be better than mediocre. It was with such a conflict that she began 
the sessions, wanting and fearing success. 
 
The present (concluding sessions 2, 3). “Loved the practicum, and want to 
be a teacher. A moment of truth, I absolutely love it, but I’m worried I 
won’t be able to do it because of my past attitude. I’m afraid to be 
successful because I might fail. Fear of failure is silly, an arrogant attitude 
and it is ok to fail because I have done my best. I guess now there is 
something I really want to be successful, and I have a lot more fear of 
failure, of not being able to succeed. I’m excited about the course, want to 
do it, and it’s better not to be around people who are not doing courses. I 
really do want to go and teach, and now don’t feel guilty about it.”  
 
The future. She visualized herself a few weeks to months ahead, getting 
into the readings and assignments, making a conscious effort to work out 
how to deal with the stress of it all. “Probably in panic mode by then, so I 
just do it, just want to do it. Then maybe the big practicum, I’ll be in charge 
of a couple of year levels. I’ll be more worried about what the students think 
than the teacher. I hope to help students, but I’m worried I won’t facilitate 
their learning. I want to be liked, don’t want to discipline any of them. I 
know what I’m doing and just want to realise now I can enjoy it and not 
stress about it.”   
 
In concluding session 3, on the statement: “I want and trust my ability to 
have success,” she commented “I know now what the statement means; it’s 
focused on want; I know I can do it, trust myself more. ‘Trust’ was the word 
I stumbled on, big word, big thing to trust myself; hadn’t thought of this 
before. I choose to trust myself.” 
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At the conclusion of session 4, the student was “seeing parents in a new 
light, and missing them.” She could “acknowledge feelings for parents, 
hadn’t really done this before. Would never have realised the comfort of 
having mother around; there was some comfort knowing mother was there 
at school, good just to know she’s around; would be good to have them 
come back (from England). Must review coping for missing parents, it’s 
such a distraction. Surprising how it is affecting uni work. Mother’s a 
teacher, and now I’m moving into her territory; want to prove to them I can 
do it. Never thought I would feel this way, we weren’t a hugging sort of 
family; mother had a horrible childhood of withdrawn parental affection. 
Missing them puts me off study (the SRI indicated a need for emotional 
nurturing). Last night I cried, rare for me, a bit of release, and only the start. 
There is more work to do, I’m aware of the distance and phone or email is 
not enough. I’m not one to cry, didn’t think I had reason to, don’t think of 
myself as emotionally strong. (She made her choice to nurture herself.)” 
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Appendix H: Eight stories of stress—first level analysis 
 
These stories are the researcher’s preliminary interpretations and 
analyses of the raw data, which are the consultants’ notes of the sessions. 
They are the basis for analyses presented in Chapter 4, part 2. 
Consultants’ notes are exemplified in Appendix F.  
 
Each story will be presented in the same format with the following 
components:  
(a) a title presenting the key themes in terms of the BB words, with a 
brief introduction;  
(b) a summary of clients’ and consultants’ discussions of issues for 
each session;  
(c) the clients’ thinking about childhood, adolescence, adulthood, 
current life and their future;  
(d) a paragraph: “for the flourishing of (her) life,” which summarizes 
the students’ choices for change.   
 
A paragraph, “the heart of the matter,” which concludes each story, is the 
researcher’s summary of the story’s key themes. 
 
Story 1 is that of student 2.12 and story 2 is that of student 1.10. Both 
stories are analysed in Chapter 4, Part One and in Appendix F. 
Story 3: I felt overlooked, frightened, discouraged, 
threatened, defeated with my father, so how can any man 
love me 
 
Student 1.03 was a 53 year old female and the consultant’s notes contain 
2130 words, and 245 text units. All of the words identified by the SRI, for 
all four sessions, are on the Subconscious level of the BB, suggesting that 
her story of adolescence would be most significant for understanding her 
central issues. In preliminary information gathered, she spoke of anxiety 
about deadlines, last minute cramming, troubles with her children and her ex 
partner.  
 
Session 1: Her fourth husband had just left. She hadn’t involved (the BB for 
session 2) herself, wasn’t good at relationships; usually she withdrew from 
her husbands emotionally and then they left. She supported the family, fixed 
relationships, was “not appreciated.” She had trouble with three children, 
had not been a good mum. Depression she suffered all her life was treated 
with cognitive therapy and antidepressants, and she used cognitive 
challenge of beliefs. She loved uni and enjoyed young people.  The 
identified BB words: considered or overlooked suggest the meaning of “not 
appreciated” and she acknowledged the associated word fiery and 
consciously chose “safe” or “unloved.” 
 
Session 2: She spoke of her fear of failure, anxiety, and procrastination. She 
“got off” on excitement under pressure, told herself she should work, but 
words didn’t come. She did her best work under pressure. The BB words: 
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involved or discouraged, to which she responded “rejection antenna;” 
affectionate or frightened, to which she responded “if only I could get my 
relationships sorted.” She was “frightened of affection, scared stiff; love 
relationship scares me.” The BB words, and her response to hearing them, 
suggested that this session would continue with the relationship troubles of 
the first one, rather than her academic issues. 
 
Session 3:  She feared assignments, felt trapped, unable to start till the 
pressure burst through. She could do the work, yet feared failure, sat at the 
computer in panic, would rather withdraw from uni than fail. All her life she 
backed off, rather than fail,  withdrew from any competition rather than lose. 
The BB words: cooperative or conquered, for her “cooperative vs. 
competitive.” “I  don’t like studying with a buddy, but wish I could, enjoy 
interactions, but not in academics.” The BB: sincere or defeated and 
affectionate or frightened, and she acknowledged the associated word 
fulfilled; she expected and demanded much in a partnership, was belligerent 
and withdrew. All her childhood she was fearful, angry, explosive, feared 
rejection, and she acknowledged her four failed  marriages. Again, while she 
began with a discussion of academic issues, the BB prioritised her 
relationship issues for the session. 
Session 4: She had come to a “more of a let it flow attitude, letting go of 
making big issues of everything.” She was living by herself, without some 
stressors of before. The BB words, brave or threatened and cooperative or 
conquered, to which she responded “I have to be in control of myself; co-
operative with self would mean going with the flow.” 
 
Thinking about childhood: The SRI identified conception as the earliest 
age for the first three sessions, and she was to consider her mother’s life. 
Mother’s life and identity meant: to be approved of by a man, reflected in 
the eyes of a male partner, his number one. Mother was her own father’s 
favourite, but “she didn’t let me have this with my father.” The student had 
to contend with demands on her father by her mother and a younger sister, 
and withdrew from the competition for dad’s love. “I’ve always been 
frightened of affection for a man, being rejected.” At age 2-3, visited in 
three sessions or times: Her “first memory” was “traumatic.” The bread 
delivery man picked her up and pretended to cart her off, while she 
screamed hysterically. Mom laughed and flirted with the man. Age 6-7, 
visited in 4 sessions or times : The family moved and “dad delivered papers; 
we had a truck, younger sister always rode in the cabin, I’m always in the 
back.” The dreams started, continued throughout life: “the rest of the family 
rode in the cabin of the truck and I’m in the back; the tray of the truck 
separated and they drove off; no-one noticed, don’t know I’m left behind.”  
 
Thinking about adolescence: At age 12: She finished primary school, a 
“blimp” of a kid, chubby and frightened. Dad ignored and disapproved of 
the ugly duckling, while the younger brothers were special, young sister 
adored, and mom always sought dad’s approval. She loved and envied her 
gorgeous little sister. At age 13, visited 4 times: She felt self-conscious, ugly 
to boys, boy crazy, but they didn’t like her. Feeling rejected by peers, she 
would get herself “rejected first by being fiery, nasty.” After “being 
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invisible as a kid,” dad started staring at her, which felt painfully creepy, 
and she “pushed it away.” He stared at her face, with a smirk, and she felt ill 
at ease, violated without knowing why, “hated it to be sexual.” Father 
remarked “pity help the bloke who ends up with her.” She felt fiery because 
sad, not loved. When she got a desirable boyfriend, she wouldn’t kiss and he 
dropped her. She didn’t know how to handle displays of affection, “still 
don’t.” “Fear of rejection far outweighs any love or affection.” 
 
At age 15: She had a Christmas job. A boy asked her out, she panicked and 
mom said she had to go. They went to the beach, felt horrible with father 
staring at her and the boy as sexual objects; she hid and glared back. At age 
17: She got mother to make a dress for a special occasion; father said she 
couldn’t go out in it, and mother backed down and agreed. Mother wouldn’t 
stick up for her or herself, so she cut the dress off with scissors. Though she 
wanted sex, she was determined to stay a virgin; dad caught her heavy 
petting with her first serious boyfriend. It was “traumatic.” “I was dirty 
abandoned garbage, low-down scum, in almost suicidal shame. Mother 
didn’t support, the hypocrites, as I’m the only one still a virgin.”  
 
Thinking about adulthood: At age 22: Her father died, and she still 
grieved for the relationship she’d wanted with him; “how can you expect 
anyone else to love you if dad didn’t.” At age 23, visited twice: Her first 
child, a daughter, was born, and she married the dad who was 16 years older, 
an unhappy relationship. At age 27, visited twice: Husband was caught 
robbing and jailed; she left, lost weight and was more confident, wanted 
more than the miserable marriage, to take back her sexuality.  
 
At age 33, visited in 4 sessions or times?: After a year in a relationship with 
a man she really loved, he left for a single younger woman, and she felt 
abandoned. “The only relationship where I gave myself, didn’t hold back, 
was vulnerable and hurt. She waited for him; why wouldn’t he come back to 
someone who loved him; this longing lasted till she met her last husband 
when 45. At age 36: She nearly died having her fourth child, but “it 
wouldn’t be about that (being dramatic is “wanky”)”. Husband (#3) insisted 
on moving to Qld, and everyone was unhappy. She was 8 ½ months 
pregnant, frightened of going into labour on way, had a toxic attack and 
went into labour a few days later.   
 
At age 43, visited in two sessions or times: Husband said he wasn’t staying 
in the loveless marriage; she felt abandoned, can’t trust men to stay. Dad’s 
unspoken message was “don’t embarrass me” meaning don’t show affection. 
“How can any man love you if dad didn’t? A set up for failure, expecting to 
be loved unconditionally, but it never happens with a male.” It was 
embarrassing that two husbands left. At age 46: Got married, she wanted 
marriage while he wanted a relationship,. At age 47: After a year, she felt 
jealous, not confident, insecure as husband (#4) gave women the eye, like 
dad had.  At age 52: She started uni, and loved it.  
 
Thinking about now and the future: She was “being terribly brave,” 
saddened by her husband’s rejection and troubled relationships with her 
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sons. She loved uni, where there were “good things” and she met great 
people. But life was a “quagmire,” and she was no longer seen as a sexual 
person, the “weight was for this.” She felt anger that the rules had changed; 
she was not sexually viable, so had no identity for others. Men backed off 
and avoided, probably thinking, “oh here’s some desperate middle-aged 
thing,” so they ignored her and turned to a younger female. What she 
wanted was friendships, to be able to talk about the course material, to come 
to uni where all are supposed to be equal, but males reduced the potential of 
learning friendships by turning them into a sexual game. 
 
For the flourishing of her life, this student chose to promote inner peace 
and be calm, to listen to herself and be herself. She would encourage herself 
to be prepared, have trust or faith in herself, and to take her time so as to 
make good decisions. She would choose to be fearless, and go with the flow.  
 
The heart of the matter: Early relationship trauma predominated in this 
student’s story of stress and negatively affected her academic life. She 
needed extreme pressure to achieve academically. The frequency of return 
to the age of conception suggests the importance of her mother’s sex-role 
definition: to be approved by a man. Her insecure relationship with parents 
was threatened by the childhood terror of being carted off, by the experience 
of always being the one in the back of the truck, and dreams of being left 
behind. She began life feeling overlooked, discouraged, frightened, 
threatened, defeated and conquered. Everyone, except her, had a place in 
her dad’s world, the man’s approval essential for survival as a female. The 
painful feelings and beliefs of childhood seem to have been consolidated in 
adolescence. She felt rejected by boys she liked, was troubled by the way 
her father looked at her, the way he treated her when she was wearing the 
new dress, and his reaction when he caught her petting with her first serious 
boyfriend. After her father died, she had a child to a man older than her, and 
an unhappy marriage. There was another marriage, in which she gave 
herself, was abandoned, then two more marriages in which she didn’t 
involve herself with affection. In all of them she ended up feeling 
abandoned. She loved uni, but put herself under extreme pressure, wanted 
friends there but didn’t trust others, particularly males. 
Story 4: I worry that everyone may feel as embarrassed as 
I, so have no time to be tuned in to myself, and feel 
overlooked  
 
Student 1.04 was a 22 year old female, and  the consultant’s notes contained  
3340 words and 357 text units. In her written initial information, she 
focused on a need to organise time better to manage her university and 
family concerns, particularly her husband’s depression and finances.  
 
Session 1: She wanted to resolve stress she held in her muscles while 
playing the piano. The BB: tuned in or embarrassed; tuned in meant “happy, 
at peace, not stressed,” and embarrassed meant “I try to hide from people 
and pretend it is someone else.” Associated words betrayed and conquered 
meant “I should have stuck up for myself more.” For the associated words 
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choice or no choice; “in most situations I suppose I do have a choice but I 
get scared to stand up for myself. Probably choice regarded family, but not 
others, not even friends.  
 
Session 2: She was worried about offending people. She knew a gay person 
in a group, where the conversation was about gay people, and had to make 
sure the person wasn’t offended (embarrassed from session 1). She had 
done her best in exams, so needed to accept herself. She hadn’t a spare 
minute to herself, and wanted to “feel like I’m not busy all the time,” feared 
she could burn out. On a day off, she worried rather than relax or enjoy the 
day. The BB: receptive or incensed. She felt incensed when overloaded 
from fear of letting others and self down, was uncared for by self, but loved 
and cared for by those around her. The BB:  fascinated or hurt. In going to 
university, she was “the odd one out,” but the family was supportive. Her 
husband’s family was “academic and eccentric.” Mother-in-law was odd, “a 
very unusual person,” running around helping others. In-laws were high 
maintenance and she was so busy, and felt “bad” when she hadn’t enough 
time for them. Fascinated meant that, even the times she was so angry she 
had to leave, she didn’t want them “to feel that we don’t have time for 
them.”  
 
Session 3: Life in general was too busy; she didn’t rest and got sick. She 
hadn’t stopped during the holidays, taught make-up lessons, tried to keep 
her students motivated and on track, to get upset, but not emotional, when 
they hadn’t practiced. She was upset for not motivating them. Feeling 
overlooked, meant that she was “missing something in teaching.” She filled 
up any gap in time, kept thinking ahead and couldn’t relax. Her husband 
hated his job and she watched life being sucked out of him. She worried 
about him, because he was overlooked, fragile and depressed, and there was 
depression in his family. If she were upset talking with mother on the phone, 
mother could end up in tears, unable to sleep; she took on the stress from 
everyone. Considered or overlooked, meant she worried about the family, 
and didn’t want to add to mother’s nor husband’s stress. She liked to please 
people, and felt nervous, like walking on eggshells, feared offending her gay 
friend. She put other people before herself, going out of her way to make 
others comfortable, which was often not reciprocated. She felt overlooked 
when no one noticed how much effort she put in, and hurt if she was feeling 
melancholy and no one noticed. 
 
Session 4: The previous week was horrible; she couldn’t concentrate, felt 
tense in the pit of her stomach, and “depressed for no reason,” like someone 
had “ripped my heart out.” It felt like an anxiety attack, tight in her chest, 
hard to breathe and she was scared. She had felt overwhelmed by the work 
to do at uni, but was better that day. She was distracted at uni, flustered with 
all the running around, so decided to look at ways to ease the stress. She 
couldn’t sleep at night and asked “what can I do to fix this?” and thought 
“learn to say ‘no’.” She was feeling overwhelmed by uni and in panic, and 
the SRI indicated not-congruent with self, and immobilized, thus not 
choosing when it was appropriate to be thinking and when to be doing 
something. 
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Thinking about childhood: In session 1, the SRI identified age 7 months, 
for sessions 2 and 3, age 2 months, and for session 4, age 6 months. For all 
sessions, she was to think about her father. He was highly involved with the 
football club, training and out with the boys 5 nights of the week. He spent a 
lot of time and money on drinking and gambling, and there were awful 
arguments between her parents. Mum took them and left for few days when 
her brother was born; he was charming and they went back. Cooperative or 
conquered; mother was usually obliging but could be stubborn and stood 
her ground.  
 
The student would feel very embarrassed for others who argued, especially 
in public; it was awful to argue in public, and she could take sides to resolve 
the situation. When people argued she could get feisty, seeing one person 
right and the other wrong, and would stick up for whoever was right. She 
felt embarrassed when having an argument. She and her husband could sort 
things out, never go to sleep angry. If they argued in public she would go 
out of her way to apologise to whoever overheard. She wanted everyone to 
think they were perfect.   
 
She had to be perfect, didn’t want the world to know they had flaws. Mum 
was “the perfectionist, one of the tidiest, neatest, cleanest ever,” drove her 
and husband nuts; that was the way mum liked things and “what she says 
goes.” The student was busier than mum and her house wasn’t perfect. She 
felt embarrassed when people gave a hand, as if she couldn’t run a house, 
and mum would bring in the washing, do dishes in the sink. She took it as 
“I’m not perfect, not coping.” She could go to her parents for emotional 
support, but with offers to help she would say, “mum I’m a big girl. I can do 
this by myself.” It was like saying that she wasn’t coping, as if mother still 
saw her as a little girl. She was not a person who wanted charity; anytime 
the world didn’t see her as perfect in all areas of life, she felt embarrassed.  
 
She would “freak out” when people were loud in an aggressive, abrasive 
way, and the SRI indicated the BB: approachable or bothered. She could 
get loud when angry, but less than she used to. Her father didn’t talk about 
himself much, didn’t want to burden anyone with his problems. He had 
stopped gambling and was coping with his addictions, though smoked when 
stressed. She was like him, pretending everything was ok when it wasn’t. He 
got in there and did what had to be done, but she was a procrastinator. She 
needed to stop keeping things hidden inside, beating herself up for not doing 
perfectly. “I’m not superhuman, can’t do more than I can do. I only do the 
best that I can do and be proud, realize limits.”  
 
Thinking about adolescence: In session 2, the SRI identified age 12.  It 
was about aunty Julie, who would have baby sat her a lot. They had moved 
to Brisbane and she missed her. Things were generally ok, and she had 
developed her group of friends. She was excited to see the extended family, 
and sad when they left. Her favourite cousin was born then, and she  
worried about him, the quiet one in a very loud family. Aunt and uncle had 
married young and had problems early and she yelled at the kids when she 
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could just have asked. If it weren’t for Nana, who gave them the love … . 
Having done some psychology subjects, she was horrified thinking of 
family matters and dynamics. 
 
Thinking about current life: She felt anger that others wouldn’t do the 
right thing, and it was human to get upset. Sometimes it was difficult to 
keep on top of her own matters, without taking on others’ problems. She 
should be able to, but felt guilty. She needed to be more true to herself, try 
to get through her own issues first. When there was nothing on her plate, she 
could be supportive of husband. She had to stop taking on board what she 
couldn’t do anything about.  
 
Lack of time stopped her enjoying study, and with more time she did enjoy 
it. The best change she could make would be to organize to have more time 
to enjoy. It was not likely to happen, as more time meant more stresses. Uni 
would be a breeze without husband’s financial stresses. If he could get a job 
he enjoyed she would enjoy doing a masters. She had taken on more than 
what a normal person would, 6 subjects, not achieving as well as if doing 4, 
but that wouldn’t last forever. She had been giving bits of herself to 
different people, and it was hard to feel complete.  
 
To promote the flourishing of her life, the student chose to recognise and 
accept herself , to take time for herself and believe in her worth. She could 
stay calm, clear headed  and present to the situation. She could treat herself 
as equal to others, for her needs were as valid as others’. She decided to 
bring her scattered self back to oneness, to nourish her spiritual self, her 
connection to God, through friends and family. She recognised herself as 
lucky having three special friends. She felt together, and gratitude for what 
she had.  
 
The heart of the matter: The key to this student’s story of stress was 
trouble organising and prioritising her time for assignments and exams, 
while managing a home and her piano teaching, as well as worrying about 
her depressed husband.  From early in life she felt embarrassed about her 
father, about her parents’ loud fighting, about seeming not to meet mother’s 
standards. She worried about everyone, her parents, husband, brother, 
cousin, students, especially about others who might feel embarrassed about 
her or themselves. There was no time to be tuned in, to be self aware, and of 
course she felt overlooked. She had little time left to do what she really 
wanted to, especially with studies.   
Story 5: I felt threatened and unimportant, so I betrayed 
myself doing what others wanted and felt defeated and 
dumb 
 
Student 1.08 was a 21 year old single male, and the consultant’s notes 
contained 2060 words and 231 text units. In his initial writing the student 
indicated a central issue of time management; he wanted success in all 
subjects, but this left less time for friends, relationship commitments, travel, 
making money, exercise and sleep. 
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Session 1. The BB: affectionate or frightened meant, he was on his own 
without support of family or friends. He wasn’t particularly smart, had to 
work at it, wanted to finish with something. One’s young years are wasted 
in study, preparing for the older years. He’d switched from science to 
education which was harder, was afraid of failing. He wasn’t disciplined, 
kept self-sabotaging. He would work hard and overlook simple things, think 
ahead but study the wrong material, would blank out under stress, and do 
silly things that excuse failure, “I’m so stupid.” 
 
Session 2. After the first session he felt more comfortable, confident, 
relaxed, more alert, and was communicating better. He worked better under 
pressure, slept better, was less self-conscious, even said no to requests 
instead of agreeing without thinking, and finished assignments by due date. 
He passed everything better than expected. Brave or threatened, was about 
exams. Sincere or defeated, and no choice meant: he had learned to live up 
to others’ expectations. Sincere meant that he wanted to do what he wanted 
without hurting others, felt dumb when he failed at things. He wasn’t good 
enough, made mistakes, thought something was right while it was wrong to 
others. 
 
Session 3. He passed his first education exams, was relieved at the grades. 
The previous year had failed two education subjects, but decided to give it 
another shot. With boring subjects, it helped to focus on what was 
interesting. Cooperative or conquered, and the associated betrayed meant: 
he felt betrayed by himself, sometimes motivated himself, sometimes stayed 
in pleasurable things that weren’t important. He struggled to do what was 
important, found it hard to say no to people when he should. He just went 
along, keeping them happy, thinking he was wrong and they right, then 
found he was right. It was a self-esteem problem; he should listen to himself. 
He didn’t want to be seen as stupid or make others feel stupid, or for others 
to make him feel stupid. He hated arguing, but would step in if others were 
treated unfairly, had “some morals” about that. 
 
Session 4.  He had started the practicum and another job, had a busy social 
life, was tired and stressed. He was the busiest since uni started, was 
handling it well. It wasn’t difficult, but time consuming, and his girlfriend 
felt neglected. She was demanding, and he was concerned about not passing 
subjects. Sincere or defeated, meant not measuring up. Brave or threatened 
and unimportant meant he was only important when he did what others 
wanted; others were selfish in their own little ways. He had to be selfish and 
not show it, find ways to win them over without looking selfish. He felt 
seething anger when others were selfish; he held back the feelings, but then 
he was missing out.  
 
Thinking about childhood: At conception, visited 4 times, the SRI 
indicated thinking about his mother: for her, life was time you can’t waste; 
you have to work hard, do something with life, always try to make a go of 
life. He had to work hard to be respected by mother. At age 2: “You rely on 
parents for most things, and think it’s going to be like that forever;” it was 
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confusing. At age 3 visited 2 times: Granddad died. They were really close 
and he liked to play with him. Age 6 visited 3 times: In a new school, now 
in NZ, he didn’t know anyone, or what to do; he expected others to tell him 
what to do. Mother went to work, and assured him there would be new 
friends. He didn’t remember learning anything, went there for friends. He 
was sensitive to the insults, wouldn’t treat others that way, so couldn’t 
understand why they did.   
 
At age 7, visited 5 times: He had moved to a new school when 6 and was 
feeling immortal, special, and different. He daydreamed and played in the 
corner, didn’t listen to any of the teacher’s instructions, relied on others to 
tell him what to do. It was a weird age; he was not switched on, not in touch, 
copied others. He didn’t know what he was doing, didn’t learn anything till 
he was 19. Being the only child, he always wondered what it would be like 
to have a brother; at 18 he discovered he had a full brother who’d been 
adopted out, who would have been14 when he was 7. After being 
hospitalised for two months, he didn’t enjoy home, wanted to return to 
hospital for the fun, presents and other kids. 
 
Thinking about adolescence: At age 13 visited 2 times: He started grade 8, 
in a new school and didn’t know anyone. Something happened, and he felt 
“out of reality, as though not living anymore,” thought he’d died and 
everything was a dream. The doctor found nothing wrong, so he convinced 
himself “don’t be stupid.” He was different from everyone else in high 
school, told his mother who worried. He was not good at sport. Dad moved 
away to work and came home only two days a week and slept. At age 14: 
With friends a lot doing things he didn’t want to do. No one payed attention 
to his achievement at school; he didn’t have many, and there was little 
encouragement from teachers.  
 
At age 16 visited 2 times: He moved from NZ to Australia and started grade 
11. He looked forward to a new school, then worried about attention from 
everyone. He had been upset leaving a good friend in NZ, and wanted to go 
back, but couldn’t; the choice was made and people would be disappointed. 
He couldn’t understand why he’d come here, didn’t feel at home, took 
others’ word and felt let down, betrayed. He was wiser since then, would 
read people rather than just listen. He allowed for their problems and 
expected others to consider what was going on with him, rejected being 
pressured. It was hard to motivate with pressure and deadlines; he always 
did things the hard way. He worked things out differently from others, 
without their rules and procedures; people were always questioning his 
ways of doing things.  
 
At age 17: He went to see his girlfriend in NZ, and she said it wouldn’t 
work; his friends had changed, so he returned. He wanted to please 
everybody in school, but felt self-conscious about his appearance and accent. 
People looked at him as very different; he would think and say weird things, 
though they weren’t weird to him. He didn’t care what others thought, but 
wanted them to like him; he realised they would respect him if he changed 
from being stupid, to acting smart and clever. He knew answers to certain 
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things and wanted his peers to ask him, wanted to be accepted. At age 18: 
He met lots of people, and did well in school, achieved heaps, loved the 
country, and was old enough to do things. He couldn’t work things out 
logically, thought his writing and procedures were correct but would find 
out that they were wrong; he was confused about this, always short of time 
to finish, especially with exams. At age 19: He finished school, and within a 
year wasn’t seeing any of his school friends. He was open to their 
contacting him, but they were into negative habits, such as drugs; if he’d 
hung around them, he’d probably be the same with the peer pressure. He 
was studying and they weren’t, so having them as friends wouldn’t enrich 
his life in any way.  
 
Thinking about current life: At age 20 (last year): The first year he failed 
in Uni. He’d started in science, liked it but wasn’t trying hard. In science 
you’re stuck in a lab all day, and people don’t give credit; he would want 
recognition, and a science career wouldn’t give balance in life. He changed 
his mind, and started in education, then failed first semester. He used to feel 
smart before that, then was not sure what he was doing at uni. He worried 
about his 21st party as he lacked money.   
 
At present time: Things were getting better, expectations were clearer, and 
he knew where he was going. But he was not interested in the old school 
education. He spent a lot of time and passed, but it wasn’t worth the time 
and he didn’t enjoy it. He objected to things that were boring, daydreamed 
and switched off at lectures. He decided to listen harder, but walked out 
thinking he hadn’t learned anything. He liked it when he could be involved 
and active, enjoyed tutorials for the discussion and feedback. Unless 
someone spoke directly to him, his head was off somewhere. Perhaps he 
could write or ask questions of instructors to stay active and involved. The 
BB, brave or threatened, he tried to be brave, wanted people to see him as 
confident, liked to think he was. They aren’t interested in weak people, and 
manipulate them. They don’t acknowledge the good points. When he felt 
threatened, he was unhappy, not involved, pretended it was boring. He 
didn’t express opinions or ask questions in fear of appearing stupid. 
 
Friends have similar interests, values and aspirations. It wasn’t hard to find 
friends, though school friends weren’t nice and backstabbed. Uni friends 
were good, but would go off doing other courses. At times he feared he 
wouldn’t have good friends. His girlfriend tried to take him away from his 
friends. He wasn’t ready to settle down, found himself deceiving her, and 
didn’t like this. The thought of not having friends was really scary, like the 
thought that he’d wasted time with people leading him on.    
 
To promote the flourishing of life, he chose to be interested, to focus on 
elements that interested him. He could just get on with it, be prepared, 
review notes to understand and know what was expected on exams. He 
would involve himself and show more interest, take steps to remember 
information, store it in a way he could recall. He could encourage himself to 
be happy and self-confident with positive self talk. He knew he could do 
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better and could remind himself, “I am smart.” He would organise himself, 
was determined to be motivated and to succeed.  
 
The heart of the matter: The key to this student’s story of stress was 
habitual acquiescence to others’ expectations and preferences rather that 
doing what was important to him, thus his central issue with time 
management. He had been taught he had to work hard and do something 
with his life to be respected. When granddad, his best friend, died and he 
kept changing countries and schools, he didn’t know anyone or what to do 
and feel threatened. He could either go off totally into his own selfish, weird 
world or become totally reliant on what selfish others said or wanted, so 
wasn’t sincere; he didn’t know himself, or what was real and life got very 
weird. Friends are very important, but he was so different from everyone 
and, to keep friends, had to do things he didn’t want to, didn’t know whether 
to act stupid or smart to get acceptance. 
Story 6: I’m very reliable for everyone and can’t do 
something till I get it right, I’ll feel self-punishing and 
despondent 
 
Student 2.01, was a 39 year old female, and the consultant’s notes contained  
1100 words and 143 text units. Her written initial information was sketchy. 
She felt unhappy and was not coping well, always rushing about, trying to 
manage family pressures so she could meet her uni assignments.  
 
Session 1: Her kids didn’t listen, were not cooperative unless she screamed. 
She had a high fear of success, of being “judged a smart ass,” and put things 
off. She had a job in child care where she felt unqualified, but was learning, 
and was scared of giving others wrong advice. She wanted to work with 
kids. Lots of people confidently give wrong advice and she didn’t want to 
do anything harmful. The BB, reliable or self-punishing; “yes, for everyone 
and I go into ‘should have…..’  It is the same for everyone on a class project 
team.”  
 
Session 2: She was stressing about getting things done, a “panicky person, 
scary that if I don’t have panic I won’t get things done.” Yet panic attacks 
were unpleasant, and last semester was horrible, so she was trying to be 
more organised. Her issue was “doing it right; I can’t do it till I get it right. 
The BB, concerned or despondent; “when I can’t learn, it’s like a 
depression.” She submitted assignments at the last minute in case something 
could be improved; one due in two days was not finished. She wanted 
understanding, clarity, to trust her ability to accomplish.  
 
Session 3: She remembered, and expressed anger toward, a “not very nice 
teacher,” who, on her first day in class, kept hitting her and she didn’t know 
why. Someone told the teacher that “it wasn’t me” and she stopped. This 
was the first day of grade one in Australia, having come from England. She 
had a group presentation that day of the session, on interpersonal skills, 
attending, reflecting, verbalising back, and was very nervous about letting 
others down. The BB, brave or threatened; she was feeling threatened, 
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hated people looking at her performance. She would  think “I’m doing this 
wrong” and facial expressions would give her away.  
 
Session 4: She was happy with that presentation, though felt dread and 
panic at speaking in public, and wanted more confidence. She wanted to be 
able to take in academic information more easily, as she had to “translate it 
before absorbing.” Perhaps she was just making things harder than they 
should be, and her heart was not in it. The BB, unified or unimportant; she 
“agreed with unimportant to self,” and with the BB associated words. She 
needed to be more in tune with her world, and feel protected; being 
prepared helped; she had got better at presentation and not as nervous as 
before, had “come along a bit.” She wanted to be more confident. 
 
Thinking about childhood: The SRI indicated the age of conception, and 
to think about mother, perhaps her life, beliefs or attitudes: Mother was 
judgmental and pretty “straight” with her values; she kept to herself and 
lived her values, was judgmental of others and how they lived. At age 2: 
Parents probably arguing, and she feeling threatened; lots of things made 
her feel that. Now she feared stuffing up whatever she put her hands to, was 
particularly embarrassed doing so with others. At age 3: Her grandparents 
remained in England, and she missed them. (The SRI indicated that she 
nurture her affective life using her imagination; she changed an image, of 
everyone sad, to seeing herself and grandparents happy. 
 
At age 7 (visited 3 times): She was smart at school “believe it or not.” Got 
the ruler for not doing homework, was upset and despondent. She wanted to 
do her work right, for it to be easy to learn. Was moved from grade 3 to 4 
because she got all her work right, and felt good about this. Then she 
dropped behind from missing the second half of 3 and first half of 4. She 
went from being smart to being dumb, found it harder from then on, was 
floundering. (the SRI indicated nourishing her affective life with what she 
wanted) “teachers could have given more work instead of moving me.” 
 
Thinking about adolescence: At age 13: She started a new school and was 
scared. She was angry with her brother who would torment her and get 
mother to punish her when she fought back; “males are liars.” At age 15: 
She changed schools a few times, which was hard, wasn’t able to keep up 
with work. When young you go where parents decide, no choice. Currently 
she could choose, but still felt threatened. At age 17: She worked with St 
Vincent de Paul and was despondent, avoiding the feeling because she “had 
lost the plot.” 
 
Thinking about adulthood: At age 23 (visited 4 times): A single parent, 
with a 4 year old son, was working home care, with sick people and she 
couldn’t fix them. She was despondent seeing people die and couldn’t help; 
that’s why they go there, because they are sick, but you can’t help. Better to 
work with children, as they keep you happy. She was worried whether she 
was bringing up her son right; getting out of a relationship was sad, but a 
big relief. At age 25: In a new relationship, she would have been feeling 
threatened for sure; had just started going out; rocky, but “I have trained 
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him all right now.” Age 35: Moved to Brisbane. She  had lost the plot, was 
depressed and feeling threatened. 
 
Thinking about now and the future: When assignments were due, she’d 
be despondent, not knowing if she was doing it right. She was a panic 
merchant and worse after handing them in. It would be nice just to be happy 
in her heart, her whole body. She was reliable in her carer position and had 
a new meaning for reliable: just do it right. She recognised she had no 
choice when projecting a negative day. She had “got better,” didn’t have the 
dread feeling or huge pain. She recognised that feeling unimportant meant 
no choices. She could make choices, have “essays finished by Wednesday, 
cruising, get essay done this weekend.” She recognised that in grade 3 she 
was smart; having moved to grade 4 she wasn’t dumb, just out of her depth, 
had missed a year, couldn’t catch up. She could make it easier now by 
reading things she couldn’t get a handle on, starting with things already 
known and expanding on them, “cool.” 
 
To promote the flourishing of her life, this student would encourage 
herself to “mellow out,” would be more relaxed and “cruising.” Her 
thinking in the preceding paragraph shows the way. She could “change the 
image” to change herself. She could be happy to the core, would be happy 
just relaxing, calm. It was important for her to aim for clarity, and just do it. 
She would cultivate confidence that “it’s going to go well” and she would 
be able to verbalize easily. Being confident, and just encouraging herself to 
“do it,” would make things easier. 
 
The heart of the matter: The key to this student’s story of stress is her 
need to be reliable for getting it right for everyone else. She had grown up 
trying to be reliable “for everyone” and self-punishing when she couldn’t do 
things right for them. She couldn’t get it right; her mother was judgmental 
and strict, and she felt threatened that she would “stuff up” everything she 
put her hands to. Unfairly punished by a teacher, she felt threatened and 
anger. She was “the smart one” in school, but dropped behind when she was 
promoted a grade, becoming “the dumb one.” In childhood, she learned to 
feel despondent, threatened, and unimportant, feelings which qualified her 
life as a student. In adolescence, she continued to feel threatened as she 
wasn’t able to cope with many changes of school and became despondent. 
As a uni student, she could at last make her own choices, but still felt 
threatened and despondent about getting things right. She could affirm that 
she was smart; instead of having to “get it right for others,” she could 
choose to be reliable, which would mean “qualified” as a carer.  
Story 7: Feeling unimportant to my parents, frightened and 
threatened, I was the reliable one, always overlooked and 
melancholy 
 
Student 2.02 was a female age 49, and the consultant’s notes contained 1460 
words and 186 text units. According to her written initial information, an 
unsettled relationship, with excessive arguments and tension, made it 
 xliv
difficult to concentrate on study; she experienced excessive stress in 
assignment writing, feelings of inadequacy and lack of career direction.  
 
Session 1: Partner communication was a major issue and she worried about 
not doing assignments right or remembering information. The BB: brave or 
threatened; as a small child she was yelled at, told by mother she was 
impertinent, but didn’t know what that meant. As an adolescent she fought 
with her father.  
 
Session 2: Since the first session she felt more confident. She had sat herself 
down and done the assignment, made a decision it was good enough for 
marks, instead of being the perfectionist and going until deadline. She 
wasn’t going to put herself under the pressure of the former semester, and 
good marks were possible without all that pressure. She could enjoy 
assignment writing rather than it being a stressful chore. The BB: productive 
or ruined; productive meant “perfect.” Now she wanted to trust her ability to 
express herself in writing. 
 
Session 3: She had been reminding herself of the last session’s choice to 
enjoy the task of writing assignments; it seemed easier. She had an illness of 
balance and hearing, had to adjust to getting older, and worried about her 
ability to work with chronic back pain. Hadn’t she had enough troubles? 
(Her reflective question.) Though a perfectionist, she’d handed in something 
quite early, hadn’t obsessed till deadline. She was reasonably happy with it. 
She could be firm with herself, say “it’ll do nicely,” instead of frantically 
meeting deadlines. That reduced stress, she worked better, and had 
completed the first part of large assignment due in 8 weeks. She could rest 
without rushing; her GP recently advised her to stop stressing and rest. The 
SRI indicated high emotional stress about resting and handwriting. The BB: 
considered or overlooked and melancholy: meant people in her birth family 
expected her to be a carer, the responsible one. She felt guilty, was 
responsible for mother now, as sister and brother had opted out. She wanted 
to trust her ability to care for self, and the SRI indicated high negative 
emotional stress. 
 
Session 4: All was good, a lovely week because of the choice from last 
session to give herself a birthday present of a good quality journal and pen. 
She had started writing for fun, and, though it might not be the best quality 
in the world, would keep it up. She couldn’t think of a session issue, perhaps 
pressure of work leading to holiday time. The BB: reliable or self-punishing, 
meant she was not feeling happy, was feeling guilty concerning her partner. 
 
Thinking about childhood: The SRI indicated conception, visited 2 times, 
and that she was to think about her mother. Sincere or defeated; she agreed 
to the words for mother, who would always be what others expected of her; 
life was orderly, to win her own mother’s approval. At age 1: She was a 
very good baby, didn’t cry much, could be left for hours. Parents were Dr. 
Spock followers. At age 3 visited 2 times: she was feeling unimportant, as 
her parents went away a lot, and she was left with great aunts or a pensioner 
down the road who needed some money. As her sister was sick, she was left 
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with a “horrible babysitter,” feeling unimportant. At age 6: Mother, the 
force in the family, had back surgery and spent much time in bed. Her dad, a 
GP, wasn’t home much, and younger sister was at kindy; there was a 
“scarcity of love.” She and her sister grew jealous of each other.  
 
At age 7 visited 5 times: She was terrified of confession, for the priest 
would know everything about her. The nuns told terror stories about hell if 
she made mistakes; she was well behaved. Mother said she was naughty, 
“impertinent,” but she didn’t know what that meant. Mother took on big 
tasks, wouldn’t accept help, complained, then suffered without complaining, 
which was worse, and, like her mother, she had to be saintly, a martyr. Now 
she struggled with having to give her whole self for others, fortunately had a 
partner who didn’t want a mother, wanted her to care for herself.  
With mother it wasn’t ok for her to joke, be funny, to play. She was funny, 
made word jokes, and mother didn’t like that; (consultant introduced “word 
smart”) “my son is like that now because I encouraged it.” (The consultant 
suggested: If you could enjoy word smart) “would probably be enjoying 
writing, being creative.” 
 
Age 7 also meant “that separation,” realising you are a different person. She 
needed reassurance, that “it’s good to be you,” that “consciousness is your 
own, not accessible to others.” It was frightening as she figured it out; now 
it could be safe, a “good thing, to be separate, makes us special.” The BB: 
fulfilled or morbid meant the separation experience, and she recognised the 
story of the associated words: morbid, frightened, belligerent; she was now 
frightened to be affectionate, because of that 20 year marriage and now was 
frightened about a new relationship. Her busy parents hadn’t enough time or 
affection to go around, and she had been frightened feeling the separation 
without enough love in the background for support. Frightened to feel the 
separation, she had perpetuated the patterns of being reliable to have 
another’s affection.  
 
Thinking about adolescence: At age 13 visited 2 times: She told her father 
she wanted to be doctor like him. He said girls were useless as doctors, so 
she lost interest in study and marks dropped. Instead, as an adult, she 
became a nurse, subordinate to doctors, and hung into a marriage in which 
she was subordinate. The BB: affectionate or frightened; English writing 
was her best subject. She was the class nerd, not popular at school. Parents 
expected her to do well, because she read a lot; that was an escape from 
unhappiness, and school work was done for her parents. At age 16: Mother 
was not loving, had been deprived of parental affection. Productive or 
ruined; she clashed with mother, who threatened “wait till your father gets 
home.” At age 17 visited 2 times: She wasn’t reliable on their terms, was 
self-focused, went with a boyfriend and didn’t do well in study. In her final 
year she partied, didn’t do enough school work. She met her husband to be, 
was discovering herself, thrilled at being popular with lots of friends to 
whom she was reliable.  
 
Thinking about adulthood: At age 22: She studied nursing, married and 
moved to their own house. It was a violent relationship. At age 23: She 
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worked as blue nurse, writing lots of reports. She  worried about writing the 
right words so the next person would know what had been done; others 
“relied” on her reports, and she didn’t enjoy it, was ambivalent about 
nursing by then. At age 24: She had just finished training. Reliable meant 
give in, support the bread winner and don’t fight; fights lead to violence and 
fear. It meant she carried the burden of a bad marriage. 
 
At age 27: Her first child was born. Husband didn’t want it, and the baby 
was unhappy because of tension. At age 37 visited 2 times: Her back 
problems started; she understood it was about carrying loads, children, 
family, a bad marriage, letting family down, feeling responsible for keeping 
the family happy. She was afraid of being affectionate and fulfilled. Feeling 
fulfilled would mean there was nothing to strive for, and she definitely was 
not affectionate to self then. She hadn’t chosen enjoyment, was terribly 
miserable, felt like a failure, had tried desperately to make it work by being 
squashed and being passive. “Open to affection” would mean “not taking on 
others burdens, spending more energy on self, wanting more study, able to 
re-negotiate that marriage.”  
 
Thinking about current life. From the sessions she understood why she 
was so hard on herself and why she worried so much, “a big thing to 
realise.” She had tried to be creative in all kinds of ways, but not where she 
was really creative, “quite profound really.” She needed to take care of the 
frightened child she had been, as her fear carried over into areas of life. She 
had got into trouble about her handwriting and recognised how that had 
affected her. After her childhood and that 20 year marriage, she was 
frightened to be affectionate, fearful about new relationships. Fortunately 
her current partner wanted her to be her own self. She was proud of her 
children and family, perhaps embarrassed and grateful that she had survived 
all and was still sane.  
 
To promote the flourishing of her life, she followed her choice to take 
care of herself and gave herself a present of a good quality book to write in 
and a pen. She completed an assignment quickly and celebrated with her 
partner. She wrote more, and was learning a new duet (concerto) with her 
partner. She chose to be affectionate, especially in caring for herself, to love 
herself and to be calm. She would encourage herself to believe in herself, to 
be proud of herself, and to be open.  
 
The heart of the matter: The key to this student’s story of stress was her 
perfectionism and an inability to enjoy her work or to do what she enjoyed. 
She had been  expected to be the perfectly good baby and child, but felt 
neglected and unimportant, lacking parental love. She had learned to be 
frightened of making mistakes or of being creatively different. Her mother 
discouraged her play and fun with words, and, at age 13, her father said she 
would be useless doing what she wanted to; her love of writing was ruined, 
and she lost interest in study. By age 17, she was neglecting study and 
popular with lots of friends, to whom she was reliable. She settled for a 
miserable marriage and the job of an underling in which she was the reliable 
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one. She had been trying to be creative, but not where she was really 
creative, which was causing excessive stress. 
Story 8: I couldn’t get mother to show interest and listen, 
so I felt threatened, defeated and dumb and hid myself 
 
Student 2.03 was a 46 year old married female, and the consultant’s notes 
contained 1340 words and 166 text units. She wrote of difficulties at home, 
the marriage situation, worry about her and her children’s futures and a 
desire to be employed in a productive rewarding area. Study was stressful 
and monotonous and she felt inadequate, which impacted on family life.  
 
Session 1: She was worried about where her marriage was going and had 
new subjects for a new semester. The BB: brave or threatened; she thought 
of how quiet and reserved she was as a child, invisible, fearful of retribution; 
she would run away, didn’t want attention. She was stressed about her 
ability to speak publicly, and had trouble with reading perception, probably, 
she thought, because the selection used was about city “T” (see below, age 
3).  
 
Session 2: Since the first session she was standing tall, speaking her mind, 
which became easy with practice. She was now calm and descriptive in 
things she would before have let go with her husband, and he was quite 
receptive. Study was much better, as she broke down awful assignments bit 
by bit, but had high stress and doubt about exams. The BB: brave or 
threatened, was about heavily weighted exams; she didn’t really understand 
much, and had doubts about her ability to pass. She had a core issue 
regarding belief in herself. 
 
Session 3: Everything felt on an even keel, and nothing was pressing in 
academics. The pain of childhood (session 2) was on her mind. She worried 
about her relationship with her 17 year old daughter which was “going 
downhill a bit.” She wanted the consultation for interpersonal skills, 
listening, responding, and had prepared for a session on this. The BB: 
sincere or defeated, she easily recognised the feelings, and defeated meant 
also dumb; she didn’t say much, withdrew from communication. Her 
daughter was spreading her wings, and “I’m not fitting into her expectation, 
not trying, fearing rejection, want to be involved in her life.” Feeling 
defeated, she didn’t know where to go, felt very inadequate, “a question of 
my abilities.” Guilt, “focus on that, just getting life back myself; quite 
enjoying study, but should I? maybe I should be with my daughter.” Guilt 
and wanting to be her daughter’s friend were affecting her academic life; it 
was tricky, and she wanted to trust her ability to communicate with her. 
 
Session 4: Things were going easy, maybe too easy, with assignments piling 
up. She’d break it down and get there, but there was much due in two weeks. 
Home life was ok and she would focus on assignments. Reliable or self-
punishing, and unappreciated, always applies with kids; self-punishing 
meant withdrawing, the belief that she was unequal. She wanted to trust her 
ability to stand and be equal. 
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Thinking about childhood: At age conception, she was to think about 
mother. Mother’s life was disappointing, feeling unequal about people’s 
material wealth. “I think I reject this, hope so.” At age1year 9 months, she 
was the “meat in the sandwich” of an older brother and younger sister 
(mother pregnant). She took it in, couldn’t do much about it, felt rejected, 
“what’s wrong with me.” She needed mother to talk with her, give her some 
fun time, get some paints and make a mess with her. At age 2: They moved 
to Australia, to G, where her sister was born, the little girl they worried 
about, father’s little darling. At age 3, visited 2 times: They moved to T. 
Mother decided she go to kindy and she hated it; there was no fun or 
enjoyment, and she did what she was told to. SRI indicated the need to be 
heard, someone to pay attention to her heart, “to know who I am, where I 
am going.”  
 
At age 7 visited 4 times: sincere or defeated; she felt defeated, and always 
wanted to be liked, but  thought she wasn’t. She was not the sort of person 
people would like, didn’t have a self, cared too much about others’ opinions. 
She was always filled with rampant envy and jealousy for that pretty, 
outgoing sister. She remembered when she had done something good for 
someone and was accused publicly of doing harm. (SRI indicated a need to 
nourish her affective life: she spent time with her child self, in the old house, 
sitting in the lounge, talking with her. She was content, now could get the 
full attention of mum, who was sincere and interested, soft and loving.) “I 
won’t discuss the injustice with mother, why bother, she’s not interested.” 
(SRI indicated a role reversal exercise: mother noticed and asked the child, 
and listened while she told what was troubling her, and they hugged. What 
she had needed was understanding, interest and choice.) At age 11: She 
finished primary school, had become introspective and more aware. 
 
Thinking about adolescence: Age 13, visited 3 times: It was a new school 
and environment, new beginnings, and she didn’t know anyone. There was 
little direction at school, and she became rebellious, feeling insecure, 
lacking confidence. Adolescence was a terrible time of conflict with parents. 
Her brother got lots of attention for achievement in sports, not academics. 
She hated her sister’s vivaciousness and blond curly ringlets. At age 17: She 
finished school, couldn’t get a job, and went to teacher’s college for half a 
year. After seeing “one flew over the cuckoo’s nest,” she tried psychiatric 
nursing for half a year. Without a sense of direction, she went to live in NZ, 
but didn’t settle. 
 
Thinking about adulthood: At age 23: She returned from NZ, and her 
boyfriend came for 6 months but went back. At age 24: She experienced a 
life crisis and made many changes; feeling unequal to her job, not knowing 
where to go, she decided to be reliable for a better job, get training to be 
equal. She broke off a relationship, took a risk and went back to school, 
unsure where it would take her.    
 
At age 27: She left everything, returned to college and finished her training; 
it was a scary new life with no sense of direction. She needed to believe she 
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could survive in the workforce. Her future husband got her the job in his 
workplace, so she mustn’t let him down. Equality would mean being heard, 
considered, would come through speaking up. (SRI indicated use of F/W/W) 
She felt not-heard, uncared for, not considered. She wanted equality, 
always wanted it with a man, to be heard as she heard him. She was willing 
to live her own life, separate from his (as she currently was). At age 32: 
With a dominating husband and first child, she felt threatened, not knowing 
much about child rearing. At age 34: She had a pottery job at home but 
didn’t make enough, perceived herself as unreliable. Since her marriage, at 
age 29, it was always an unequal relationship. At age 37: She had a two year 
old and moved house. Her father was dying, and she felt defeated about 
missed opportunities to talk about many things she wanted to and get to 
know him. 
 
Thinking about current life: From her experience with her little sister, she 
was careful not to make her handsome son (second born) more special than 
the others. His younger sister was very extraverted and talented, while the 
oldest daughter (aged 17) had just called herself the “hated child.” Through 
the sessions she had learned how she buried stresses, didn’t express herself, 
had an attitude of “get on with it” while ignoring the issue.  
 
To promote a flourishing of life, she chose to “stand tall,” share from the 
heart what mattered, listen to herself and regard what she heard as important, 
be “compatible in my skin.” Reliable would mean that she had completed 
her work and was pleased with herself. She could do this, and, having 
achieved goals, would feel positive and satisfied, stronger and confident 
with herself and her abilities. She wanted understanding, to get on with life 
on a clear road. She was willing to fight for that with purpose; in the past 
she hadn’t, expecting it to be a battle. Sincere would mean being “up front,” 
explaining her feelings without justifying, realising it was valid to know 
how she felt. She would be relaxed, lighter, more open with her daughter, 
conversing with agreed on equal grounds. Her daughter was in a similar 
situation as she had been regarding siblings, and wanted her mother to be 
with her, in her essential interests.  
 
The heart of the matter: The key to understanding this student’s story of 
stress were her feeling threatened and tendency to withdraw. While she 
wanted to feel and be brave, sincere and reliable, she recognised herself 
feeling threatened, defeated, dumb, self-punishing, unappreciated, 
inadequate, guilt. Since childhood she had been “the meat in the sandwich” 
between a brother and a gorgeous sister, never learned to fit in anywhere. 
She wanted her mother to talk and play with her, to know who she was, but 
was made do what she hated. She gave up on trying to get her mother’s 
interest and withdrew. She grew up thinking she wasn’t liked, without a self, 
and jealous of her sister. Having little sense of self or direction, she moved a 
lot and tried to find a place to fit in. She still felt threatened and withdrew. 
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Story 9: I’ve felt dumb and defeated all my life, general 
resentment,  and no one is ever interested in what’s 
essential to me  
 
Student 2.06 was a 32 year old married female and the consultant’s notes 
contained 1800 words and 203 text units. In the initial information she wrote 
of guilt and lack of fulfilment, contentment or pleasure in simple things. She 
doubted herself, particularly her intelligence, and resented her parents’ lack 
of support. 
 
Session 1: She spoke of personal unhappiness, felt unfulfilled, had trouble 
fitting into the study group. She felt guilt about doing more study, feared not 
being smart enough to take a step up to psychology. On her personal life the 
BB indicated the feelings deserving or opposing, and for her academic life, 
fascinated or hurt; she felt betrayed by her parents and perhaps she wasn’t 
deserving of following her interest in psychology. No one showed interest 
enough to ask what was going on, especially around ages 12 and 14. As a 
teenager, she wouldn’t give up without a fight, but now spends most of life 
“faking it.” Her husband continued behaviours she constantly asked him for 
three years not to; obviously he wasn’t interested in her. She maintained an 
appearance of happiness, convincing herself she was doing all right. She 
would get almost through an essay and think “that’s enough.” She wondered 
if it was revenge. 
 
Session 2: She was more tolerant since the first session, but still lacked 
fulfilment and contentment. While she felt ripped off by a tradesman, her 
husband “felt for” the person, and she wished he could stick up for himself. 
The SRI identified all of the feelings for the categories Interest or 
Resentment.  She had acted out the feelings of Resentment all her life. There 
was resentment at having shared private info with friends and not heard 
from them since. Her self expression was frustrated, blocked, controlled by 
others, mother, father, in-laws, friends.  
 
Session 3: The exam was ok till a last unexpected question; with little time 
left, she panicked. Her husband didn’t ask how it went until she got angry. 
She resented his selfish lack of interest in her while she gave to him, so she 
didn’t talk to him for a week. Uni was for her, she didn’t want him to go 
into details, just show some interest. While she voiced her feeling, he wasn’t 
accepting or listening; she expected more in a marriage. The BB: receptive 
or incensed meant incensed that he hadn’t lived up to his share of 
responsibility as a parent, partner or human being. She understood his 
childhood but wouldn’t accept it as an excuse anymore. “Now I know I am 
deserving of better things.” She wanted to trust her ability to find what she 
was looking for. “I know I can survive within marriage, in both uni and 
personal goals.”   
 
Session 4: Nothing was troubling her personally, she felt great really. She 
said she would love to study psychology but didn’t know if she would 
succeed, a fear of failure. The SRI indicated that this matter was associated 
with her experiences in prep school at age 4 (see below) where she 
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acknowledged feeling dumb rather than aware of what was essential to her 
interest.   
 
Thinking about childhood: The SRI identified age 3 months in the womb, 
and to think about her father. She loved dad, and realised he was weak; 
taking so much of mum’s meanness; or maybe he was strong to put up with 
the insults. She felt peeved that he didn’t leave mother and take the children 
with him. He bought the drug for mother that she was addicted to. He hadn’t 
wanted kids, mum did, and he was the better parent. At age 6 months: She 
had put a lot of expectations on dad to protect her from mum, and carried 
this right through life. She and her mum hadn’t talked for about 5 months 
after she confronted her on their having sex with other couples. Mum 
initiated renewal of contact, and there was no discussion of the issue. 
Mother would attack her, blame her for trying to send her to the nut house, 
“after all I’ve done for you.” She understood what mother was doing, and 
father had never protected her as she had wanted. At age 2: Her father and 
his father were the two that loved her. Later in life the family fell out, and 
she was told her grandfather was a horrible person, and she hadn’t seen him 
since age 18.  
 
At age 4, visited 3 times: She started prep at a catholic school. The BB: 
essential or dumb, “sums up catholic education in that age,” the expectation 
of “a bang or poke in the back,” like was currently happening in her life. 
Her great grandmother was in England then; her grandmother was born in 
Australia. Dumb referred to how grandmother couldn’t really accept her 
own children. From what the student could gather, father wasn’t accepted as 
a child; his younger brother was more accepted. She believed that children 
came when they were supposed to come, though society didn’t accept that, 
and didn’t accept the children not born in correct societal structure. She 
accepted that her oldest son arrived at the right time, though others thought 
they hadn’t gone out long enough. Great grandmother believed this, but had 
to fight society’s attitudes. Maybe the conflict about accepting one’s 
children started with great grandmother and passed down unresolved to her. 
Sincere or defeated, meant she only tried so many times, then didn’t bother, 
thus was not sincere to herself. Tell them what they want to hear to get 
through; but you don’t learn without pushing limits. Her son, aged 8, had 
seen a program about a boy who believed he had previously been killed in 
war and reincarnated. She was in awe of how he could explore other things, 
just accepting others’ reality, but wondered if her son mentioned this in the 
Lutheran school, and how thy would handle it. (The SRI indicated denial of 
any problem other than pain.) She acknowledged spending her life worrying 
about pain and not pushing her limits. She had denied essential interest, 
always felt dumb, never seemed to have the confidence she wanted. At age 9: 
In grade 3 she had friends. The SRI: lucky or betrayed; betrayed was about 
the horrible teacher who stuck a pen in her back. She felt sorry for him, as 
everyone was mean to him because of a short leg. She felt lucky at not 
getting the meanness as badly as he.  
 
Thinking about adolescence: At age 17: She had her own flat with a 
boyfriend, who wasn’t really a boyfriend, but got her out of bad situations, a 
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way to survive. She was working, the first time she had to rely on herself in 
her own place. It was the realisation, “you are on your own.” 
 
Thinking about adult life: At age 19: Work was horrible, the boss was not 
a very nice person, got production through fear. He had control over her 
when she needed his job. Later he became her brother in law, and slept 
around on her sister in law, was horrible to her. It was hard trying to have a 
relationship with someone who behaved that way, and now she had no  
tolerance for him. At age 24: She was unmarried when she had a son, a huge 
problem for family. Her twin brother hated her; the emotional strain was 
horrific while she was pregnant with this poor child inside her. She felt 
guilty, wondering how he had been shaped by that.  
 
Thinking about current life: The SRI indicated a habit of withdrawing 
from social activities due to feelings of low self-esteem or fear of 
competition. She withdrew from her husband when he didn’t like going to 
her family functions, felt lack of acceptance but she could understand why 
he did. She thought of her mother who “never had people at home,” who 
often said things that embarrassed others. The student didn’t have many 
friends. Even if she knew the answer at uni, her heart would pound and she 
went bright red. She was directed to identify what she needed to accept in 
her life. “I accept myself and my children’s life,” and this meant 
acknowledging all the guilt; “I wasn’t happy enough as a child.” She could 
accept husband’s family as people, but not the way they conducted 
themselves. In uni she needed stress to be motivated, yet having stress 
meant having issues that needed “fixing.” She hadn’t been handling 
situations correctly so life became more stressful.  
 
To promote the flourishing of her life, she decided to deal with situations 
before they become stressful. She had been too cautious in making friends, 
and would be more trusting of people around her. She would love herself 
and live life rather than faking it, smile more, and would keep telling herself 
“success is my reality.”   
 
The heart of the matter: The key to this student’s story of stress was 
considerable resentment and guilt, believing that she didn’t deserve to 
follow her interests in life. During her childhood, her father was abused by 
mother and unable to protect her from abuse. She felt dumb, and most of her 
life believed people had no interest in her, nor respected her interests. 
Maybe she didn’t deserve their interest.  Children can be badly treated by 
teachers. They aren’t well accepted, especially if society’s rules weren’t 
observed, which makes it difficult to be sincere, so one always feels 
defeated. She got herself out of a bad situation and was on her own, but 
wasn’t really sincere in relationships, and found herself in a horrible work 
situation. She feared that she was too dumb to study psychology, perhaps 
not deserving of having her real interest. If you expect to feel dumb so early 
in life, you can’t follow your essential interests, and does anyone care? 
Story 10: After a childhood of father’s abuse, feeling hurt, 
unloved, betrayed and unwelcome, I won’t feel safe unless 
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I’m a perfect achiever and care for everyone 
Student 2.08 was a 45 year old married female, and the consultant’s notes 
contained 2245 words and 249 text units. In her initial information, she 
wrote of fear of failure and guilt about her son that caused considerable 
stress in her home life and academic life.  
 
Session 1: Her eldest child of four, from date rape with forced marriage, 
was 25 and struggling to become an adult. She felt guilt about that, about 
mothering, and time management. The BB: fascinated or hurt; she felt hurt 
in many areas in life, wanted equality but suffered grief and guilt, “the cycle 
of my life.” She wanted her son to leave, but felt guilt as her parents had 
kicked her out at 17. Fear of failure made starting assignments difficult, yet 
she got high distinction for most of her assignments, along with physical 
pain or “horrific flu.” She wanted be able to start assignments immediately, 
and calmly and confidently do them. 
 
Session 2: Life was too busy with things of the world, family and people, an 
assignment and exam. Her sister was “emotional” about being bullied at 
work, and upset with mother. There was a horrible AGM no one was told 
about, a corruption case she had brought to the board, and she had to face 
them. There wasn’t time, it was unfair and unjust. She was struggling at uni, 
and wanted to give up but knew she couldn’t, being right in the middle of it. 
The BB: fascinated or hurt, definitely associated with the issues. She felt 
betrayed about the board meeting, had worked hard and all these greedy 
people came. Grief seemed to follow her around; she would go places, start 
up from scratch and build it up, then end up betrayed. She felt lucky with the 
people at uni, so there was some balance; it was hard to be involved in group 
work with a foggy brain. She wanted to be motivated to finish assignments, 
and was somewhat motivated by meeting the right people at right times to 
help along the road. 
 
Session 3: With a major presentation and assignment, and more due, she 
worked on with bad flu and back trouble. “It feels like I’m running full pelt 
with no time for me.” Uni was always stressed, no holidays because of 
visitors, then into the semester floundering, head just above or below the 
water. She was not one to get sick but had been for six months, still was 
shocked how well she did in exams with the mental blocks. The BB: 
fascinated or hurt, was about essential matters and information, but now she 
was floundering and drowning, embarrassed at always being sick at uni. 
She’d been a healthy person, with lots of energy, who accomplished lots. 
This was what she’d always wanted, to be an intelligent, educated woman, 
but it was a horrible experience, and she was angry at herself. She wanted to 
be relaxed and happy and comfortable with studies, had expected pressure, 
but not that much. (The SRI indicated a need to consider how well she did 
in assignments and how hard she was on herself.)  
 
Session 4: Study had been all good since the last session; she started work at 
9 am and got it done easily. Instead of panic, she seemed to have ample time 
for assessments. She looked forward to holidays, since she had put so much 
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energy into the first semester, then gone into the second without a real break, 
and felt washed out. The BB: safe or unloved, meant how she felt the weight 
of academic issues. Jubilant or picked on meant how she felt when not heard 
at home. At uni, she was the only one doing the job properly, so as not to be 
picked on. Even some educated people didn’t do their job; most were late, 
unprepared and left early. If they loved and had interest in their students 
they should be doing their job, observe agreements. She would get what she 
wanted from books. At home, she felt unloved, furious and not heard, 
unsupported, and less likely than her husband to say something about it. “I 
always think I can handle anything, am so capable.” Congruent or 
immobilised; she was sad that a rapist got player of the match award, 
“shouldn’t wear my heart on my sleeve.” Approachable or bothered;  she 
was feeling bothered and burdened, as anyone at uni with a problem could 
ring her for mentoring, but very few rang her when they had no problems. 
She didn’t think she was loved and wanted to be able to know she was loved. 
 
Thinking about childhood: The only past time the SRI indicated in session 
4 was the life of grandmother and great-grandmother. Great grandmother 
was left behind in Scotland. She had always worked hard and expected to be 
taken with them and supported. She felt unloved and unwanted, didn’t 
receive letters, wasn’t taken care of. The student felt like great grandmother, 
always left behind. She had worked hard too, done great things, but always 
missed out on rewards, didn’t believe she had abundance. She worried about 
being loved enough to survive; perhaps she was a good survivor, but not 
really living. She couldn’t be as consistent as she wanted, the perfectionist 
talking. She felt unwelcome and socially withdrew, felt picked on. Her 
husband was becoming more a father every day; she loved him, but was not 
happy with him, so didn’t tell him she loved him on birthdays or 
anniversaries. She wanted someone to love her as she wanted to be loved.  
 
At age 5 days in womb: There was a belief she would never be esteemed by 
anyone. Her mother had been date-raped, and she was alive, scared and 
overwhelmed, wanting to be loved, feared she never would be. At age 7 
months in womb: Her mother had tried to abort her, and her father had 
beaten mother severely, perhaps to force abortion; he beat her all her life. 
Maternal grandmother was the only haven she had; without Nan she “would 
have been a very troubled individual.” Nan allowed her to be a child, loved 
and mothered her, was a gentle, beautiful and strong woman. The BB: 
needed or wounded; she felt wounded, and she hurt them back. At age 3 
months: It was about paternal grandfather, a big solid man, farmer and 
fisherman. He was a hard father,  brought up boys with his wife never home, 
but was a gentle giant to her as a child. Mother respected him, and he taught 
her to drive, an important memory. At age 4: Father was angry discovering 
mother had a licence. Grandfather had been good to them, never harmed 
them in any way, helped mother out, was a protector. There weren’t many 
men mother respected. And there was less violence when he was around. A 
gentle quiet man, who went about his business, how the student now lived. 
When not coping she would go deeper, would sleep, had suffered depression 
over the years.  
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At age 7: She never did well at school. At times she was severely abused at 
home, usually when she felt picked on at school. She “probably did 
something;” when you don’t want someone near you, you can keep them 
away. At age 8: In the small country school, she was the only one in her 
class and behaved badly. She was always tired, stayed awake all night 
because of father’s sexual abuse. The teacher got them all to build a 
cardboard jail, and students were put there if he thought they weren’t doing 
their work; because of tiredness and daydreaming she spent most of her time 
there. In jail she “felt sad, picked on, why me? Why does nobody like me?” 
At age10: Father’s sexual abuse of her and domestic abuse of mother left 
her feeling isolated.  
 
Thinking about adolescence: At age 13: She told her father to stop 
sexually abusing her and the body rashes went away. While she was a 
victim at home it was hell at school, though she loved school. She was 
picked on at school, wasn’t the blond surfie or “in” kid; she was tiny, had 
horrible curly hair, was nicknamed “mosquito.” She had lots of friends away 
from school. Mum and dad projected their feelings on her, told her she was 
stupid and would go no where. At age 17: She was kicked out of home, had 
a horrific car accident in which her face was cut severely; needing lots of 
operations, she felt very alone. At age 19: She had an unplanned pregnancy 
that was born two months premature, and fought to keep the baby. She was 
upset she didn’t get to breast feed; she enjoyed being a mother and would 
have loved that. She felt isolated and lonely, and both sets of grandparents 
disowned her;  if she’d had a girl, mother in law would have tolerated her. 
Her son became a loner. Family and friends supported her, but still she felt 
isolated and lonely.  
 
Thinking about adulthood: At age 27: She lost everything, her business 
and a soul partner she loved deeply. She had failed and soldiered on for a 
year in deep sadness, loneliness. At age 29: She was very ill, with no partner, 
so she had to handle it by herself, in deep depression. At age 32: She met 
her current partner, and moved to Brisbane, but felt a lack of control. 
 
Thinking about current life: She was distressed, felt a lack of control in 
life and academically. The SRI indicated a need to let go the anger, fear of 
loss and resentment and expand interest, simply allowing herself to be and 
have more, welcoming new options. She had “been searching for it,” but 
things were getting worse. She smoked more than ever, stopped growing her 
own food and ate more junk than ever, and her weight was up. She resisted 
anything good for her. The SRI recommended inner calm, which would 
mean “love myself better when things were harder.” She had been alone too 
much, got burned out and let down by a good friend, then on anti-depressant. 
She still was upset, felt let down by that friend and another one, generally 
not motivated, though motivated with uni. (The consultant suggested: but 
when you support yourself, how do you feel?) “when this is done properly I 
feel really good; I have been thinking about the need to love myself.”  
 
From the sessions, she recognised she’d always had to take care of herself 
and everyone else too. It was difficult to let her husband pay her way when 
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she couldn’t get work. She had believed she’d never be capable or good 
enough, had used her abilities to cover up feeling isolated, lonely and scared. 
Her high expectations put pressure on her, left her feeling confused, 
drowning and worn out after a day at uni. She recognised how really angry 
and guilty she felt, having to keep contact with people. This was the first 
time without those responsibilities, and she should be enjoying doing what 
she wanted.    
 
To promote flourishing of her life, she chose to be happy and gentle, to 
remind herself that she was capable and safe. She would encourage herself 
with the words “I love me” (and felt tearful with this) and resolved to 
support herself no matter what happened. She would choose to be at peace, 
just start the work, and do it. She would acknowledge the stress, work with 
it and handle it, calm herself. Life would keep going, and she would use 
breathing to relax. 
 
The heart of the matter: The key to this student’s story of stress was her 
need to be the perfect achiever and to care for every one else so that she 
could be loved the way she wanted to be. She was the child of a date-rape, 
as was her first child, and started life fearing she would never be loved truly. 
Throughout a childhood of sexual and emotional abuse, she became isolated 
and a survivor, tried to get others to accept her and love her, the way she 
wanted to be, by caring for everyone else. Though parents said she was 
stupid and would go nowhere in life, she became a high achiever; she was 
plagued with fear of failure at uni while achieving excellent results. The 
more she put pressure on herself, the more she felt out of control, and was 
harming herself in many ways. 
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Appendix I: Six stories, second level analysis 
 
 
Student 1.03, Story 3 
 
Title: I felt overlooked, frightened, discouraged, threatened, defeated with 
my father, so how can any man love me? 
 
Table I.1. Initial stress data for student 1.03 
 
(1) Initial Info  
 (A) Deadlines, time 
to fit all in, cramming, 
low mark, anxiety. 
Want peace to work 
properly, to succeed at 
uni, do well, be high-
school teacher, have 
good relationship with 
peers.  
(P) Nastiness from 
previous partner, fear 
losing control,  
difficulties with adult 
and adolescent 
children; judged 
lacking; responsible 
for everybody.  
Want kindness, be left 
alone by my ex-
partner, relationships 
good with children, 
attract people 
supportive and loyal.  
 
(2) Initial discussion in sessions 
(1) depression all life; medication and cognitive therapy; 
marriage break-up (fourth), husband demanding, taker, 
unkind; try to support family, fix relationships, rejection, 
not appreciated; trouble with children; wasn’t good mum; 
anxiety; pain doom; light headed; weepy; used to verbal 
attack. 
 (2) see black and white; anxiety re uni; enjoy highs and 
lows; left assignment to last minute, no time left; perform 
better under stress, “get off” working under pressure, 
otherwise no incentive; to be plateau type incredibly 
boring; never space things; while away time till has to be 
done; fear of failure, can’t hand in something crappy; 
would like to be more prepared. 
(3) husband instigated separation; not good at 
relationships; haven’t involved myself; claustrophobia 
about relationships; leave emotionally, then they do in 
fact; worst uni results so far; incredible fear; knew things 
had to be done; fearful of assignment; trapped; can’t 
commence; need pressure to overcome block; can’t till 
pressure bursts through; panic; immense fear of failure; 
withdraw rather than fail; all life withdraw from any 
competition or feared failure rather than lose; know the 
dam will build up and burst then will do it; worry and 
freak out.  
(4) slack motivating with assignments; more of let it flow 
attitude; letting go of making big issues of everything; 
living by self; not having some stressors of before. 
 
 
(3) The student’s thinking about identified BB words:  
 
Fear of Loss thinking: considered or overlooked + fiery anger: overlooked 
qualifies  relationship with children and ex-husband; want to be prepared 
emotionally, not under pressure; affectionate or frightened + fulfilled + 
belligerent: if only I could get my relationships sorted; frightened of 
affection; scared stiff; love relationship scares me; expect so much more in 
partnership; fear of rejection, always frightened that being affectionate for a 
man would be rejected; gave husband no affection; responded to his 
affection but wouldn’t initiate; not so forgiving; try to demand it, withdraw; 
all of childhood was fearful; angry, explosive.  
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Grief and Guilt thinking: involved or discouraged means “rejection 
antenna;” cooperative or conquered: (she thought) “cooperative vs. 
competitive;” don’t like studying with a buddy, but wish I could; enjoy 
interaction, but not academic; have to be in control of myself; co-operative 
with self would mean going with the flow.  
 
(4) The heart of the matter:  
 
I felt overlooked, frightened, discouraged, threatened, defeated with my 
father, so how can any man love me? The student began sessions 
discussing her relationships issues, and, in second and third sessions, 
discussed her academic issues of “incredible” fear and the need for 
“extreme” pressure. However, the SRI and BB consistently prioritised her 
relationships stress. The identification of BB words and her response to 
them, as well as her thinking about her “trauma” with her father, in 
childhood and adolescence, suggest how stress in her family relationships 
greatly affected her academic situation. Beginning session 2 she reported 
feeling more prepared emotionally, especially regarding the separation, that 
it was not the end of the world. By session 4 she reported more of a let it 
flow attitude, letting go of making big issues of everything, had moved, was 
living alone without the social stressors of before, more able to be 
academically engaged.  
 
(5) The flourishing life. 
 
She would maintain the changes made, promote inner peace and be calm, 
listen to and be herself. She would encourage herself to be prepared, have 
trust or faith in herself, and take her time so as to make good decisions. She 
would go with the flow.  
 
 
Title: I worry that everyone may feel as embarrassed as I, so have no 
time to be tuned-in to myself, and feel overlooked. 
Student 1.04, story 4. 
 
Table I.2: Initial stress data for student 1.04 
 
(1) Initial Info 
(A) Assignments, 
exams, prioritize, 
organise time; 
husband’s 
depression, 
financial concerns  
interfering with 
ability to focus. 
Want more 
organization.  
(P) Finances, 
keeping a tidy 
house, husband’s 
 
(2) Initial discussion in sessions  
(1) Bites nails; holds tension in muscles while piano playing  
(2) exam questions ambiguous, poorly organized, as was 
subject; hates not knowing what to focus on exam prep; need 
accept self, did best I could; worried about offending people; 
knew gay person in group, conversation about gay people; had 
to ensure person wasn’t offended. not a spare minute for self; 
want to do (the session) to feel like I’m not always busy; fear 
burning out by semester end; worry what’s coming rather than 
relaxing; haven’t wound down since exams. Stressed 
relationship with mother in law. 
(3) too busy for people contact, wanted to do nothing during 
uni holidays, haven’t stopped; always thinking ahead; get sick 
when don’t rest; teaching make-up for rearranged lessons 
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depression, 
financial worries. 
Want more time 
with husband; 
more time to 
relax, doing 
things I want. 
 
(private students); along with Uni, must keep private students 
motivated, interested, on track; to get upset with them without 
getting emotional if they haven’t practised; upset with self for 
not motivating them; worrying about husband’s stress and 
family history surfacing;  
(4) overwhelmed by amount of work; first week back didn’t 
do anything, second week of panic; nightmare time; hard to 
motivate to get started; horrible, tense, depressed, like 
someone ripped heart out, couldn’t concentrate, in a daze, 
anxiety attack, tight in chest, hard to breathe and scared, 
overwhelmed by work to do; flustered with all the running 
around;  need to learn to say NO.  
 
 
(3) The student’s thinking about identified BB words:  
 
Grief & Guilt thinking: tuned-in or embarrassed: means happy, at peace, 
not stressed or trying to hide from people, pretending it is someone else; 
embarrassed for others when they argue, stick up for them; to argue in 
public is awful; embarrassed when I argue in public; embarrassed when 
mother helps out, like I can’t run a house; anyone trying to help means “I’m 
not perfect, I’m not coping? co-operative or conquered & betrayed: I 
should have stuck up for myself more; choice or no-choice; I suppose I 
have a choice but I’m scared to stand up for myself; choice is there, just 
have to (stand up for self), especially with family, not outside family or even 
with friends; fascinated or hurt; refers to my mother in law, a “very unusual 
person” can be annoying, but wouldn’t want to change her. 
Fear of Loss thinking: receptive or incensed: want to feel like I’m not so 
busy all the time; incensed when overloaded from fear of letting others and 
self down; uncared for by self though I feel loved and cared for by those 
around me. 
 
(4) The heart of the matter.  
 
I worry that everyone may feel as embarrassed as I, so have no time to 
be tuned-in to myself, and feel overlooked. The key to this student’s story 
of stress was trouble organising and prioritising her time for assignments 
and exams, while managing a home and her piano teaching, as well as 
worrying about everyone. From early in life she felt embarrassed about her 
father, about her parents’ loud fighting, not meeting mother’s standards. She 
worried about her parents, depressed husband, brother, cousin, students, 
especially about others who might feel embarrassed about her or themselves. 
There was no time to be tuned in, to be self-aware, and of course she felt 
overlooked. She had little time left to do what she really wanted to, 
especially with studies.   
 
(5) The flourishing life. 
 
She chose to recognize and accept herself, to take time for herself and 
believe in her worth. She could stay calm, clear headed and present to the 
situation, treat herself as equal to others, for her needs were as valid. She 
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would bring her scattered self back to oneness, nourish her spiritual self, her 
connection to God, through friends and family. She recognised herself as 
lucky having three special friends. She felt together, and gratitude for what 
she had. 
 
   
Student 1.08, Story 5 
 
Title: I felt threatened and unimportant, so betrayed myself doing what 
others wanted and felt defeated and dumb, and don’t have focus or time 
for what’s right for me. 
 
Table I.3: Initial stress data for student 1.08 
 
(1) Initial Info  
(A) pressure of time, studies, 
travelling, focus, finishing, lack 
sleep; organisation,  
Want success in all subjects, 
time, organise.  
(P) Money, time for friends and 
go places, from part-time job, 
social life, relationship 
commitment, nagging from 
family, uni fees, cost of text-
books, lack balance, sacrifices, 
exercise.  
Want to be happy with myself, 
financially (self)-dependent, 
travel. 
 
(2) Initial discussion in sessions  
 (1) discussion of issues followed identifying the 
BB affectionate or frightened below. 
(2) no discussion of stress issues beginning the 
session, only a list of positive changes.  
(3) notes report only positive changes: 3 
education subjects passed, did 2 last semester 
and failed; decision to get on with it, focus on 
what’s interesting in boring subjects. 
(4) stressed at starting practicum, and another 
job 20 hours; busy social life; sleep 6 hours and 
tired; busiest since starting uni, handling it well; 
more time consuming than hard; girlfriend feels 
neglected, she’s demanding; concerned may not 
pass subjects. 
 
(3) The student’s thinking about identified BB words:  
 
Fear of Loss thinking: affectionate or frightened; live alone without 
support; not smart, must do well, finish with something; take orders, but not 
disciplined; young years wasted preparing for older years; switched to 
education, harder than science, afraid of failing; difficult getting to lectures, 
tutorials; always forget something important; keep sabotaging; do lots of 
work and overlook simple things; plan months ahead, study the wrong stuff; 
blank out under stress; silly little things that excuse failure; “I’m so stupid”; 
brave or threatened: try to be brave; want people to see me as confident; if 
people realize you’re not strong they manipulate, aren’t interested; I propose 
a good point, others don’t acknowledge; feel threatened, don’t get involved 
in class; pretend it’s boring, I’m unhappy; don’t express opinions or ask 
questions, fear appearing stupid, self-handicapping; I’m only important 
doing what they want; everyone’s selfish in their own way; have to be 
selfish without showing it; how can I win them over without looking selfish; 
seething when others selfish; hold back the feelings of anger, then I’m 
missing out. 
 
Grief & Guilt thinking: sincere or defeated, + no choice: don’t measure up; 
no responsibilities when young, didn’t worry what others thought; now have 
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to live up to others’ expectations; sincere means: want to do what I want to 
do without hurting others, but I don’t; dumb when failing, or things not 
going my way socially; people give attention some days then don’t; I’m not 
good enough, make mistakes and think it’s right when to others it’s wrong; 
cooperative or conquered: feel betrayed by self; sometimes motivating self, 
sometimes stay in pleasurable things; see consequences and struggle against 
self to do what I have to in important matters; don’t say “no” to others when 
I should, but go along; think I’m wrong and go along to keep them happy 
when I was right; should listen to myself; don’t want to be seen as stupid, or 
make others feel stupid, or others make me feel so; unfair when people do 
this to others; hate arguing, but if others treated unfairly I’ll step in; have 
some morals about that.  
 
(4) The heart of the matter:  
 
I felt threatened and unimportant, so betrayed myself doing what others 
wanted and felt defeated and dumb, and don’t have focus or time for 
what’s right for me. The key to this student’s story of stress was habitual 
acquiescence to others’ expectations and preferences, rather that doing what 
was important to him, thus his central issue with time management. He had 
been taught he had to work hard and do something with his life to be 
respected. After the death of Granddad, his best friend, and often changing 
countries and schools, he felt threatened, didn’t know anyone or what to do. 
He could either go off totally into his own selfish weird world or become 
totally reliant on what selfish others said or wanted, so wasn’t sincere; he 
didn’t know himself, or what was real, and life got very weird. Friends are 
very important, but he was so different from everyone and, to keep friends, 
had to do things he didn’t want to, didn’t know whether to act stupid or 
smart to get acceptance.  
 
(5) The flourishing life. 
 
He chose to be interested, focus on elements that interested him. He could 
be prepared, review notes and know what was expected on exams, involve 
himself and show more interest, take steps to remember information, store it 
in a way for recall. He could encourage himself to be happy and self-
confident with positive self talk, knew he could do better and could remind 
himself, “I am smart.” He would organize himself, was determined to be 
motivated and to succeed. 
 
   
 
(Aspects of her story were analysed in Part One) 
Title: I felt not-involved and not-needed, unimportant and dumb; it was 
more important to be involved and needed than to be successful. 
 
Table I.4: Initial stress data for student 1.10 
 
(1) Initial Info  
(A) Worry about my 
intelligence, whether I will 
 
(2) Initial discussion in sessions 
 (1) Stressing more than first degree; was care-free, 
managed to do it; important to pass, have to get a 
Student 1.10, story 2. 
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pass this degree, if people 
understand what I write, say; 
exams; won’t have a secure 
future, or it will be a lot 
further off.  
Want to be happy, healthy 
and have a “secure” job, to 
pass.   
(P) Not having enough 
money for essentials, health, 
eating right food; worry, 
stress haven’t done enough 
for friends, whether I am 
healthy; stressed about 
assignment will stress 
whinge to my friends; would 
like to keep academic and 
personal life separate to be 
happy in my personal life 
whether I am passing or not. 
Want to be happy, healthy 
with “secure” job; to share 
my successes with partner. 
 
secure job; haven’t experienced stress before; 
doing ok doesn’t stop worrying; wanting to be 
successful; worrying is new, want happy stable 
relationship; stress so much, even knowing I will 
do ok; knowing doesn’t stop cliché things like 
procrastination, big issue; lots of things to do, 
housework, more domestic than first studies; sit 
next to computer, do anything to procrastinate, then 
stress and worry till handed in; find ways not do it; 
then worry will I get it done in time; and I do, and I 
know I will do the work and pass; know I will pass, 
but worry; what if I don’t have it in me to pass; fear 
finding I should not do degree, though I really want 
to; stress helps get work done, not more than a day 
before due; dismiss irrational fear, know it’s there, 
say it’s fine, hide it from others; fear doesn’t scare 
into doing work; just makes me feel bad, aware of 
what I should do; morning off from work, fear 
doesn’t motivate; tell myself “I know I’ll be ok” 
ultimately know this; guilt motivates to 
procrastinate. 
(2, 3, 4) initial discussions in these sessions 
continue themes above, adding fear and confusion 
about success. 
 
(3) The student’s thinking about identified BB words:  
 
Grief and Guilt thinking: Involved or discouraged: need to establish 
equality; youngest child feeling inadequate; didn’t know I wanted to be 
equal and involved; thought I was stupider than the intelligent (rest of 
family) and I respected that; we weren’t close; everyone had a pursuit 
(except me); wanted to feel needed; felt not-involved, not-needed youngest 
in the family never needed; wanted to feel, know I was needed; feeling not-
needed at uni, there just to get degree; avoided “pain” of not-needed; would 
take it personally if someone didn’t like me; dumb: felt quite stupid in 
family, buried self in friends; too stupid to pursue success, do well; “I’m 
dumb,” not true, but what if it is true? “I’m the dumbest” excuse for lowest 
marks; joked about getting lowest scores in family; didn’t care; convenient 
to be viewed as dumb, otherwise much expected; wasn’t interested in 
academics, just friends; misfortune to be around smart people, comparing; 
haven’t proven to myself I’m not dumb; reliable or self-punishing: means 
just do it, though using positives as self-punishing; feel guilty if I can’t help 
people who ask; give up things for self to help others; feel obligated, 
exploited myself to help others; became sounding board for others, didn’t 
project anything of me; sincere or defeated + no-choice: moved a lot in 
childhood, changed schools; parents worked hard, did the right things to be 
successful, productive, visionary, couldn’t manage money, only broke even; 
sincere means would hate if no one liked me; liked everyone, upset if 
someone didn’t like me; cooperative or conquered: have to conquer self, to 
push self; feel conquered, guilt if lazy part of me conquers; want worker 
and lazy parts to be cooperative.  
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Fear of Loss thinking: brave or threatened + unimportant: have to be 
brave because I can’t do it; tell myself I can do it; felt incredibly 
unimportant in childhood; some people do wonderful things, others are 
losers, I’m one in the middle; resigned to being mediocre, somewhat happy 
while I pass, because I’m not important; shock to realise teachers are 
important in children’s lives, want to be teacher, pretend it’s ok to feel 
important; ignored anger at feeling unimportant; would be threatened 
knowing I could be better; threatened when considering doing this degree; 
easier not to be successful. 
 
(4) The heart of the matter:  
 
I felt unimportant and dumb, not-involved and not-needed; it was more 
important to be involved and needed than to be successful. The student 
had “irrational” fears of success and failure that conflicted with her knowing 
she would complete her degree. Key to resolving her emotional stress was 
recognising how she had avoided her family to avoid the painful feelings 
not-needed, wounded, defeated and unimportant, and then was not-
involved and felt discouraged, regarding herself as dumb and mediocre. She 
thought success as being reliable for a large group of friends.  
 
(5) The flourishing life.  
 
She would reinforce the knowing that she could and would succeed. Now 
that she acknowledged affection for her parents and missed them, and it was 
disturbing her studies, she would keep a focus on what she wanted, to be a 
successful teacher like her parents, and on trusting herself. (Extensive 
analyses of her story of stress are in 4.1.3.2. and Appendix G) 
 
 
Student 2.08, story 10. 
Title:  After a childhood of father’s abuse, feeling hurt, unloved, 
betrayed and unwelcome, I won’t feel safe unless I’m a perfect achiever 
and care for everyone. 
 
 
Table I.5: Initial stress data for student 2.08 
 
(1) Initial Info  
 (A) Starting 
assessments, 
research, time 
management, 
fear failure; if I 
was not feeling 
guilty about my 
son and his life, 
I might have 
freedom for 
more 
academically. 
 
(2) Initial discussion in sessions   
(1) mothering, time; eldest child result of date rape and forced 
marriage, is struggling; guilt about that; fear failure, fear 
starting; assignments get high distinction; end up in physical 
pain not knowing what’s required; flu for exams; did really 
well; want and trust ability to start assignments immediately 
and calmly and confidently do them; 
(2) saw cousin and others hadn’t seen for years; then call from 
sister bullied at work, then upset with mother; quite emotional; 
so thought: go back to the past and it all comes; on a board, had 
horrible AGM no one expected, three hours; corruption case I 
brought to boards attention, had to face three on board; have 
assignment and exam; saying to myself, haven’t time now; it’s 
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Want 
confidence.  
(P) Mothering, 
relationships, 
time, control of 
home, struggle 
to start 
assessment; feel 
pressure at home 
to do other 
things, if I did 
not fear failure I 
would be more 
able to manage 
time and not feel 
pressurised. 
Want time. 
unfair and unjust; still struggle academically, want to give up, 
but can’t in the middle of it; lucky in the people I meet at uni; 
they have noticed the struggle; hard to involve in group work, 
brain fog; want and trust my ability to be motivated to finish 
assignments. 
(3) I meet the right people at right times to help me; motivation 
problem; don’t get sick, but have been for six months, flu, bad 
back; major presentation and assignment due, had to keep 
going; got negative last week; big assignment; feel like running 
again; no time for me; stressed all last semester, then visitors, 
no holidays; then into this semester; floundering, head just 
above or below water; shocked how well I did in exams with 
mental blocks, HD; want to be relaxed and happy and 
comfortable with my studies; expected pressure, but not what I 
go through; need to acknowledge I do well in assignments, and 
I’m human. 
(4) good since last session; just do it; now start work 9 am; get 
work done easily; have ample time to do assessments, etc; don’t 
panic; looking forward to holidays; so much energy put into 
first semester; no real break, then into second semester and feel 
washed out; SRI identified for this: safe or unloved. 
 
  
(3) The student’s thinking about identified BB words: 
 
Grief and Guilt thinking: fascinated or hurt, in a lot of areas in life 
especially associated with son; suffer a lot of grief and guilt; the cycle of 
my life; want son to leave and feel guilt about that; parents kicked me out at 
17, was horrible; fascinated or hurt definitely associated with unjust board 
meeting; betrayed, put lots of work in to get money and now all these 
people come, greedy people; grief seems to follow me around; I start up 
from scratch, build something up and end up betrayed; think ‘here we go 
again;’ Interest, fascinated by things and information essential to my 
purpose; normally fascinated by things, information and people but now all 
these are drowning me; disappointed that I am floundering, embarrassed at 
having another illness every time I come to uni; I’ve always been a healthy 
person, energetic, accomplished lots. 
 
Fear of Loss thinking: finally doing what I’ve always wanted to; to be an 
intelligent, educated woman, but it is a horrible experience, proud or 
unwelcome: unwelcome because not daring to originate, so not-heard; 
can’t be as consistent as I want to be, the perfectionist talking; not-heard at 
home, few listeners at uni; just because I work with educated people doesn’t 
make them different from anywhere else; if they were interested in their 
students they should do their job they agreed to; feel unloved at home, and 
furious and not-heard, unsupported by husband; motivated or let-down: 
how to do “motivated?” my going to uni will change family patterns; let-
down by friend; not supported by another friend; (But when you support 
yourself?) I feel really good when this is done properly; have been thinking 
about the need to love myself; angry at myself; safe or unloved and jubilant 
or picked-on: feeling picked-on; husband more a father every day; love him, 
but not happy with him; congruent or immobilised: sad about grand final 
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results, and disappointed that a rapist got player of the match award; 
shouldn’t wear my heart on my sleeve; approachable or bothered: feeling 
bothered and burdened; mentor some at uni, ok if anyone with a problem 
gives me a ring; only a few ring when they have no problems. 
 
(4) The heart of the matter:  
 
After a childhood of father’s abuse, feeling hurt, unloved, betrayed and 
unwelcome, I won’t feel safe unless I’m a perfect achiever and care for 
everyone. The key to this student’s story of stress was her need to be the 
perfect achiever and to care for every one else so that she could be loved the 
way she wanted to be. She was the child of a date-rape, as was her first child, 
and started life fearing she would never be loved. Throughout a childhood 
of sexual and emotional abuse, she became isolated and a survivor, tried to 
get others to accept her and love her, the way she wanted to be, by caring for 
everyone else. Though parents said she was stupid and would go nowhere in 
life, she became a high achiever; she was plagued with fear of failure at uni, 
while achieving excellent results. The more she put pressure on herself, the 
more she felt out of control, and was harming herself in many ways.  
 
(5) The flourishing life. 
 
She chose to be happy and gentle, to remind herself that she was capable 
and safe. She would encourage herself with the words “I love me” and 
resolved to support herself no matter what happened. She would choose to 
be at peace, just start the work, and do it. She would acknowledge the stress, 
work with it and handle it, calm herself. Life would keep going, and she 
would use breathing to relax. 
 
 
Student 2.12. Story 1.       (Data was analysed extensively in Part One) 
I tried to be reliable to everyone else and don’t know who I am and 
what to do with my life, and I feel self-punishing. 
 
Table I.6: Initial stress data for student 2.12 
 
(1) Initial Info  
 (A) Assessments, deadlines, 
not knowing what to do, not 
having direction or goals, lost 
career-wise, short of time, 
running in circles; personal life 
exerts more influence over 
professional;  mood, how I’m 
feeling, comes out in 
professional challenges I’m 
going through; heart rules the 
mind.  
Want achievement; to be 
employed in a job I enjoy,  I’m 
valued, to feel I am 
contributing to others.  
 
(2) Initial discussion in sessions   
(1) don’t know where I’m going in life; about 
choosing a career 
(2) feel good; set goals; thinking locus of 
control; messy room now cleaned it up; in 
control, in charge of my life; thinking where I’m 
going; want to change situation; didn’t like 
where I was headed, lost; want to steer direction, 
be able to change direction easily, able to 
maintain feeling of control in personal and 
academic life; important. 
 (3) feel good; scheduling helps;10 mins to do 
this; can rely on it; helps to stress less; want to 
work on personal friendships; see friends in 
holidays, now we’re going to different 
universities; improve friendships; make new 
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(P) Family, not having 
direction, knowing who I am; 
growing up, being 18, bit lost, 
worry; there’s a strong 
relationship between (stress in 
A and P), stressed in uni work, 
my personal life suffers, 
getting grumpy with friends, 
not sleeping, assignments, 
affects health; need to take a 
break, get collected in myself 
before I feel capable of 
working on the stressors. Want 
to grow more; find out my 
identity, have a simple yet 
happy life.  
friends if change degree; still look to law; no 
hurry; need to grow a bit; few friendships, but 
dear to me; neglect them while I do assignments; 
I want and trust my ability to be myself. 
(4) Doing ok; relapse on weekend; back to old 
patterns, procrastinated; denial of my ability; not 
smart any more; started uni first semester last 
year, pulled out of second semester, skipped first 
of this year; stress and loneliness; tired all day; 
slept from 4.00 till next morning; fatigue; wanted 
to move to law; first counsellor gave wrong 
advice about eligibility; doing course don’t want 
to; this can drain energy; need good grades to 
switch course; lots of regrets; feel I can’t cope; 
passion not in it; know I’m intelligent, but if I 
was I wouldn’t be deferring.  
 
 
(3) The student’s thinking about identified BB words:  
 
Grief and Guilt thinking: reliable or self-punishing; reliable to show up 
today; parents getting older, must get career going; self-punishing: should 
know what I want, lot of “negative self-talk;” I want and trust my ability to 
write assignments easily, straight through; communicate what I mean, 
instead of it being painstaking; a perfectionist; feel guilty especially 
regarding uni, thinking of opportunities; parents pay for it; reliable to 
parents; tell self I’m worthless; not smart enough; negative self-talk.  
 
Fear of Loss thinking: brave or threatened + unified, unimportant; 
introverted, trying to express myself; unimportant, feeling ordinary when 
someone challenges and points out flaws; each person brings something 
unique; proud or unwelcome, really angry, nasty at work; didn’t understand 
work; didn’t need to be there; other staff could easily handle work; I want 
and trust my ability to pass the semester; don’t feel effective; really 
appreciate meaning of unified; recognise seething anger.  
 
(4) The heart of the matter:  
 
I tried to be reliable to everyone else and don’t know who I am and 
what to do with my life, and I feel self-punishing. This student had been 
distressed at not knowing who she was, and, though only 18, troubled that 
she had not been able to settle on a life career. She had been trying to be 
reliable for how her family members and friends had behaved towards her, 
as if doing that would resolve the effects of painful experiences, relieve her 
feelings of abandonment and exclusion. She felt threatened trying to be 
reliable to others’ judgments or expectations about her. It had been difficult 
to be reliable for her life and discern and decide on her own career while 
she was trying to be reliable for maintaining survival relationships, with the 
self-punishing feelings that she associated with negative self-talk. Her 
enjoyment of learning, her self-understanding, and her ability to consider 
and make a career decision in her best interests had all been inhibited by the 
emotional conflict.  
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(5) The flourishing life. 
 
She had discovered that reliable meant “mostly reliable for self.” She had 
begun to think of the positive experiences in her childhood and adolescence, 
and to consider more how to achieve what she wanted. Thinking about 
being willing to have equality by following her interest allowed her to 
resolve her self-punishing self-talk about not having decided on a career. 
She could choose to be reliable for her own best interest and thought she 
would “be unstoppable.”  
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Appendix J: Further analyses of Guilt thinking 
 
4.3.5. Reliable or Self-punishing, associated with Understanding and 
Unappreciated 
 
Student 1.10, session 2. Reliable or self-punishing were identified to 
facilitate willingness to do the session gently; “feel guilty (self-punishing) 
if I can’t help people who ask; give up things for myself, exploit myself to 
help others; obligation to help; being a sounding board for others, didn’t 
project anything of myself” (this text suggests also feeling not-sincere, 
and the SRI identified sincere or defeated for the session). “I’m learning 
to focus on my interest; finally worked out how to incorporate my interests” 
(Interest is the category associated with Equality; she was beginning to 
be reliable for her equality through being responsible for her real 
interests).  
 
Session 4. Reliable or self-punishing identified to facilitate willingness to 
benefit from the session; reliable means “just do it (she hadn’t been doing 
it) though I use positives as self-punishing” (the self-punishing ‘positives’ 
were not discussed in the session).  
 
Student 2.01, session 1. Issue: “kids don’t listen; not cooperative unless I 
scream.” Reliable or self-punishing “for everyone, go into ‘should have’; 
same for everyone on project team; fear of success, being judged a smartass; 
why I always put things off (reliable to others rather than self); scared that 
lots of people give wrong advice confidently; I work in child care, want to 
make sure I don’t give wrong advice; got a job I feel unqualified to do, 
learning; want to work with kids, not do anything harmful” (feeling scared, 
wanting to make sure, feeling unqualified, suggest emotional stress of 
self-punishing and reliable for others, rather than just being reliable, as 
she recognises at session end). “Reliable would mean: in a carer position I 
am feeling responsible; a new meaning for ‘reliable” is, just do it right.” 
 
2.02, session 4. Reliable or self-punishing: “self-punishing by not feeling 
happy, guilty concerning my partner.” Age 24: “in blue nursing, just 
finished training, and married; reliable meant give in, don’t fight; fighting 
leads to violence and fear; support him the bread winner, medical student 
who kept failing, and failed out; burden of relationship on me, very 
unbalanced, must make the marriage work.” Age 14: not-reliable meant “I 
wasn’t doing school work for me but for parents.” Age 7: “experience that 
separation, realising I’m different from others; your consciousness is your 
own, not accessible to others” (a realization that could support reliable 
for and to self; yet in the above thinking it was reliable to and for 
others). Mother’s attitude was “life is orderly, to win her own mother’s 
approval” (reliable to others). Age 7: She imagined talking to her child self, 
“it’s good to be you, and not someone else; frightening really when I was 
figuring it out (to understand her being different from others); I talk to 
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(child-self) put arms around her; feel safe; a good thing to be separate; 
makes us special” (now reliable for and to self).  
  
Student 2.03, session 4. Reliable or self-punishing: “feeling unappreciated 
(associated with self-punishing) always applies with kids; self-punishing 
by withdrawing (when feeling unappreciated); belief that I am unequal 
(category Equality); I want and trust my ability to stand and be equal.” Age 
7: “injustice of doing something good for someone and accused publicly of 
doing harm” (from being reliable to perhaps internalising blame, 
meaning self-punishing, surely unappreciated). Age 3: “Mother decides I 
go to kindy; I don’t like it, did as was told” (learning to feel reliable to 
Mother, feeling no-choice). (Asked to think about Mother’s attitude to life) 
“life is disappointing; she feels unequal; impressed by people with material 
wealth; even today she comments like that; I think I reject this; hope I do.” 
Age 27: “finish training, affirmation that I can do it in the workforce; de-
facto relationship with future husband; he got me a job in his workplace, I 
had to do well, couldn’t let him down (reliable to and for him); needed less 
responsibility, own space, freedom (to be reliable to self), needed support 
from him; equal means being heard, considered (not-heard and overlooked 
are in the fear of loss category); this would be by speaking up (daring).” 
(She used the F/W/W exercise) what I feel: “not-heard, uncared for, not-
considered; what I want: equality, always wanted it in a man; what I am 
willing: should have packed and run; to live my life separate from his, very 
important; what I’m living now; but have 3 children; a binding factor; he 
talked lot with little communication; I heard his view; he’s controlling” 
(reliable would mean equality with self which she did not yet affirm in 
her Want and Willing statements). Future 2 weeks: “reliable means work 
completed, pleased with myself; can do this; feeling positive about myself, 
abilities, achieved goals; I Feel satisfied, stronger, confident; I Want 
understanding, get on with it; I am Willing to fight with purpose, haven’t in 
the past; expect it to be a battle” (she has reached a positive meaning for 
reliable, though expecting a struggle). 
 
Student 2.12, session 1. She did not know where she was going in life or 
career: reliable meant “to show up today.” Her story was analysed 
comprehensively in part 1, showing how she tried to be reliable to mother, 
brothers and adolescent peers in order to be included, thus unable to discern 
what she wanted. Analysis here will focus on her meaning of reliable and 
self-punishing.  
Age 13: she continued to hang out with the bullying group (tried to be 
reliable to them); now acknowledged it wasn’t right and “shouldn’t be 
happening.” Age 15: they blamed her for their punishment (she internalised 
as self-punishing). (Comfort child-self exercise) “I tell her to fight back, 
take a stand, get her words right, don’t get confused; make them understand 
(associated word understanding); they weren’t in the right; speak out” 
(these are steps toward a positive meaning of reliable for self). Thinking 
at present age: “I tell myself to be brave, take one step at a time; keep going, 
do something; don’t understand motivation; shouldn’t be this hard” 
(encouraging herself to be brave: these are FOL words that support her 
being reliable for self; brave or threatened were identified for her next 
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session). She thought two weeks future: “be reliable for self … maybe 
move into law; it comes easy for me” (reliable to pursue her interest). 
 
Session 2: (brave or threatened + unified or unimportant were identified 
for the session; feeling threatened and unimportant are FOL words 
which seem to be associated for her with trying to be reliable and self-
punishing. In session 1, brave or threatened were associated with reliable 
or self-punishing, which predominant throughout her sessions, 
suggesting that it would have been beneficial for her to explore their 
associations. She could more easily be brave if feeling reliable, and being 
reliable for self would help her be brave. However trying to be reliable 
to others, meant feeling threatened and unimportant, as suggested in the 
following analysis.)  
At age 7: praised by teacher; she still kept lots of certificates; felt special 
and intelligent (brave and unified, feeling reliable to teacher). Age 4: first 
day at school, nervous, trying to make friends with a boy; “he said ‘I don’t 
like you,’ I cried; we all brought crayons; mine were lost, I cried; the teacher 
just let me sit there, no one asked me what’s wrong” (she felt unimportant 
and unappreciated). Age 2: “brothers could ride bikes on the grass; I 
couldn’t with a tricycle and felt left out” (felt unimportant, tried to be  
reliable to others to feel important. The polar opposite feeling to 
unimportant on the BB is not “important” but unified, feeling unified 
with self; trying to be important to others does not resolve feeling 
unimportant. Though that is not for children to understand, it is helpful 
for adults resolving painful childhood experiences. Feeling unimportant 
to others the student felt threatened before them, which would 
undermine a sense of being unified in self). Age 8months: “I’m always 
left out; they’re never at home; lots of baby sitters” (in infancy felt 
unimportant and unappreciated, from then on tried to be reliable to feel 
important). 
Thinking at present time: “I harp on negatives far too much (had identified 
negative thinking as self-punishing). Now a “feeling of control, budget to 
get a laptop, something to aim to; feel good” (feeling reliable for self and 
brave). Thinking 6 days future: “get rough drafts of assignments done; must 
pass these to do degree I really want; then look forward to fun stuff” (being 
reliable for her essential interest).   
 
Session 3. Issue: “to work on improving personal friendships … I want and 
trust my ability to be myself” (to be reliable to and for self in 
relationships). Reliable or self-punishing identified for the session, which 
now meant “mostly reliable for self; feel guilty by negative self-talk, 
especially regarding uni when thinking of opportunities parents provide; tell 
myself I’m worthless; not smart enough; reliable to parents” (she 
acknowledged she was self-punishing by negative self-talk).  
Age 13: “was very bright; top of class in English; praised and encouraged; 
wasn’t hard work, creative fun, enjoyed school, apart from those girls; time 
I felt smart, capable, worthy; didn’t doubt my skills; faith in what I could 
do” (now unified in self and reliable for her interest; previous visits to 
this age reflected painful experiences; as with age 7 in session two, she 
started focussing on positive experiences, resolving negatives and 
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noticing positives). Age 3: “punished, made to feel guilty for accident in 
parents work place; shamed and embarrassed” (felt self-punishing). Age 8: 
“older student rebuked me … scared of being caught and got caught 
(embarrassed again and self-punishing). Age 9: “sick at playtime, was 
lying down and threw up; teacher didn’t say anything, left me feeling guilty; 
felt embarrassed; I really looked up to him but let him down” (reliable to 
him, and self-punishing; ‘made to feel guilty’ and ‘left to feel guilty’ by 
another, she was feeling self-punishing).  
Her consultant suggested that her own essential choice (associated BB 
words) would be the basis for Equality, requiring pursuit of her real Interest. 
She spoke of her interest in philosophy, but saw little (career) future in 
studying philosophy, though it could complement or supplement her study. 
(She was left with a conflict over being reliable for her interest or her 
career future, which accounted for her issue for the next session).  
 
Session 4. There was relapse, procrastination, denial of ability, feeling “not 
smart.” She wanted another study area but was given wrong counsel about 
eligibility. To make the change, she had to do well in an area that didn’t 
interest her. She was angry at work, wasn’t needed there, wanted to pass the 
semester. Feelings proud or unwelcome were identified (unwelcome is a 
FOL word that helped her understand her efforts to be reliable to 
others). Age 12: “a class trip with buddy groups; I wanted to be with one 
girl, she wanted another, meaning we were a threesome; we tolerated it” 
(feeling unwelcome). Age 7: “teacher praised me” (felt proud as well as 
reliable to her teacher, as she tried to be reliable to Mother and others 
throughout life). Age 3: “in kindy, the times I wanted to play with boys 
who were having fun playing with trucks; they didn’t want me because I 
was a girl” (unwelcome; at this age in session 2 she felt threatened and 
unimportant). I’m living much better (than Mother), owe her a lot (being 
reliable to her); (my conception) maybe a mistake, or maybe I’m here for 
something important … want to express myself as I want to be” (positive 
sense of proud and reliable). Age 7: “school sleepover; a girl ate the snack 
my mother gave me; it was very special;” (Comfort the child exercise) 
“even though someone got her treats, she gets mother’s love, pure love for 
her only; she can have another treat, even one better” (felt unwelcome and 
not-reliable for mother’s gift or love, perhaps self-punishing; resolution 
meant feeling proud and reliable). Age 17: “uni, doing very well, no 
doubts, excellent grades (proud); then getting obsessive, perfectionist, panic 
attacks; friend said it was very good work, you don’t have to be perfect” 
(felt unwelcome). Future time 3weeks: “Reliable means, I have to be me, 
listen to my feelings, act on them, look at my goals; means courage, faith, 
not thinking what others want of me; I used to believe in myself; I feel 
happy; (imagery exercise) colour is light blue, all through the chest area, 
radiating from centre out, like sphere expanding out; this could extend out 
and touch others” (a healthy sense of proud and reliable). 
 
4.3.3. Involved or Discouraged, associated with Needed or Wounded 
 
Student 1.03, session 2. The student wanted to be academically prepared 
emotionally, not under pressure, however “gets off on excitement of 
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pressure, needs pressure to motivate.” The BB identified feelings involved 
or discouraged (GG) to facilitate willing to benefit from the session, and she 
spoke of “rejection antenna” (fear of rejection, of which she was well 
aware, could be understood by thinking about feeling not-involved and 
discouraged). Words most frequently identified for her four sessions were 
in FOL, for session 2 affectionate or frightened; she was afraid to be 
affectionate (wanting to be “prepared” suggests caution and frightened; 
she needed the pressure of feeling frightened to be involved in her 
academic and personal lives; she had learned to feel discouraged about 
getting involved).  Thinking about a marriage break-up at age 43, she stated 
that she “left relationships with men emotionally (was not- involved),” then 
they actually left, and she felt abandoned (and discouraged). Second 
husband left because “I have not involved myself.” She didn’t trust men to 
stay (so wasn’t involved) because she “never had a conversation” with Dad 
who said “don’t embarrass me” (BB associates feeling embarrassed with 
feeling conquered (GG); she felt “very embarrassed” when her last two 
husbands left). Fear of rejection “far outweighed” any love or expression of 
affection; she was “always scared of rejection” (frightened of feeling and 
being affectionate lest she end up feeling rejected). Being loved 
unconditionally “never happens with a male” (thus the GG feelings not-
involved and feeling discouraged are associated for her with FOL 
feelings not-affectionate and frightened, too frightened to be involved in 
her marriage. To be willing to benefit from a session dealing with her 
feeling too frightened to be affectionate, she needed to think about how 
discouraged and not-involved she had become regarding relationships.) 
 
Student 1.10, session 1. She easily associated feeling involved with needed: 
“youngest child not-involved (and discouraged)… needed to have equality 
(involved is within the category Equality), establish equality” with family, 
but was “stupider (dumb) than they” (dumb is associated with sincere or 
defeated identified in her other sessions and discussed below). “I wanted 
to be equal and involved in family;” everyone except her had a pursuit; she 
was “just kind, not-involved”  and “wanted to feel needed;” the youngest of 
five children didn’t know everything, “is never needed; … wanted to feel 
needed, … did have a feeling of not being needed;” at uni “to get my degree; 
tried to avoid feeling pain of not-needed; just wanting be needed; would 
take it personally if someone did not like me; … needing to know I’m 
needed” (she associated not-involved and not-needed with feeling dumb, 
the youngest in an intelligent family. These feelings were strongly 
associated with not-sincere and defeated, discussed below, as she needed 
to be liked by everyone; feeling “quite stupid” or dumb made sense of 
her being not-involved).  
When the SRI identified age conception, she reflected on her relationship 
with her mother: “she’s working a lot; image of her … sitting on the bed 
doing marking; she always encouraged me to use imagination and read, I’m 
quite faithful to that; … she had a tough childhood (but didn’t talk about it) 
wanted us to have choices because she didn’t; this affected me; she left me 
alone to make my choices, not impressing any path on me, ‘we’ll love you 
whatever you do, that’s fine’; … if I had a problem I didn’t go to parents, 
did what they said, went to imagination; in high-school went to friends, 
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didn’t have conversation with parents (she thought of her mother as not-
involved with her, and spoke much of feeling not-involved, not-needed 
and a painful need to be needed, and it would have been beneficial had 
she been encouraged to consider the implied polar opposite feelings 
discouraged and wounded, which seem to characterise her feeling dumb. 
It is likely that she felt these with her family). 
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